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ABSTRACT 
MIDDLE SCHOOL STUDENT PERSPECTIVES ABOUT MISBEHAVIOR 
IN PHYSICAL EDUCATION CLASSES 
FEBRUARY 1998 
SALEE SUPAPORN 
B.Ed., SRI NAKHARINWIROT UNIVERSITY 
M.Ed., SRI NAKHARINWIROT UNIVERSITY 
M.S., ILLINOIS STATE UNIVERSITY 
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Patt Dodds and Assistant Professor Linda Griffin 
Misbehavior is a research topic that most researchers investigate from 
teachers’ points of view. This study, in contrast, was designed to explore 
misbehavior from the students’ and the teacher’s perspectives, using Doyle’s 
ecological approach. A male teacher, Mr. Softball, and 14 seventh and eighth 
graders (ten males and four females) volunteered to participate during a two- 
week basketball unit. Data were collected through shadowing the teacher, 
critical incidents, student and teacher interviews, videotaped class sessions, and 
audiotaped stimulated recall sessions with the videotapes. Data from all sources 
were analyzed using constant comparison to identify common themes. Findings 
indicated that Mr. Softball’s classes included overlapping instructional, 
managerial, and social task systems (Doyle, 1986; Siedentop, 1991) and his 
overall program of action could be classified as casual. Misbehavior was 
situation specific and occurred throughout these overlapping task systems. 
VI 
Students and the teacher noticed few misbehaviors during the actual classes 
and the misbehaviors recognized did not interrupt the flow of his teaching. When 
they noticed misbehavior incidents, either during class or when reviewing 
videotapes, they reacted differently from case to case based on who 
misbehaved, when it happened, and how it affected them or the class. 
Misbehaviors were common events in Mr. Softball’s classes and most students 
admitted that they misbehaved. Misbehaviors could be classified as verbal, 
physical, or rules, routines, and expectations (RRE)-related. These students 
defined misbehavior as doing something that they were not supposed to do or 
not doing something that they were supposed to do. Mr. Softball’s (a) weak 
RREs, (b) lack of effectiveness in organizing and delivering instructional tasks, 
and (c) loose accountability and the lack of intervention, allowed many 
opportunities for students to misbehave. Further, he created a class 
environment in which students engaged more often in social agendas at the 
expense of completing instructional and managerial tasks. Finally, the norm of 
this workplace did not support Mr. Softball in helping students learn or in 
maintaining order to insure that students were on-task and well-behaved. In 
summary, less effective teaching appeared to be the major issue that encourage 
students to misbehave. 
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CHAPTER I 
INTRODUCTION 
Misbehavior is a complex problem that all teachers face to some extent 
regardless of the stage in their career (first year or veteran teachers), subject 
matter (English or physical education), or level of school taught (elementary or 
high school). Some teachers, particularly novices, confront misbehavior 
incidents more than the others (Fernandez-Balboa, 1991; Veenman, 1984). 
Teachers in a particular subject such as English might experience different kinds 
of misbehavior than those in mathematics or physical education. Elementary 
teachers may be faced with different types of misbehavior than middle or high 
school teachers. Misbehavior has been shown to be one of the primary 
considerations when teachers plan their lessons, particularly in physical 
education settings (Placek, 1983). 
Teachers who learn to conduct classes effectively do so in part to gain 
and maintain students’ cooperation, and control the rates of misbehavior (Doyle, 
1986; Kounin, 1970; Siedentop, 1991). Misbehavior interferes with the flow of 
teaching (Doyle, 1986) and may prevent students from learning. As a 
consequence, the higher the rates of misbehavior, the lower the opportunities for 
learning to take place because teachers cannot maintain the continuity of 
teaching. Whenever teachers stop class or activities to address misbehavior, 
they reduce students’ participation time which, in turn, diminishes student 
learning. In order to continue the pace of teaching and facilitate student 
learning, teachers need to be effective in handling misbehavior. 
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To achieve their curricular agendas and experience fewer misbehavior 
incidents, effective teachers use several techniques (Doyle, 1986; Emmer, 
Evertson & Anderson, 1980; Nelson, Lee, Ashy & Howell, 1988; Romar, 1995; 
Siedentop, 1991). First, teachers learn to be effective in grouping students, 
monitoring the class, organizing equipment, making short transitions, and so on. 
Second, teachers hold students accountable through grading and monitoring the 
class closely to make sure everyone performs the tasks. Third, teachers find 
ways to gain and maintain students’ cooperation, for example by establishing 
and explicitly practicing clear rules, routines, and expectations at the beginning 
of the school year. Fourth, teachers have a discipline plan (e.g., a set of 
coordinated strategies for handling misbehavior) to address misbehaviors which 
may slow the pace of teaching or interfere with the teaching/learning 
environment. 
What causes students to misbehave is still unclear. Most researchers 
have examined ways to change students’ unacceptable behaviors (e.g., 
providing rewards and positive reinforcement to appropriate behaviors) rather 
than finding out what causes students to misbehave (Lesley, 1981; Pestello, 
1989; Rathvon, 1990; van der Mars, 1989). As a result, much information exists 
with respect to modifying students’ behaviors (Paese, 1982; Stewart & 
McLaughlin, 1992; Vogler & Mood, 1984; White & Bailey, 1990) but only a little 
knowledge about why students misbehave (Hastie & Saunders, 1990; Lesley, 
1981; O’Sullivan & Dyson, 1994). Therefore, research is needed with regard to 
misbehavior that includes understanding reasons why students misbehave. 
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Misbehavior is considered a contextualized behavior which can be best 
understood in a specific situation that includes students and teachers (Doyle, 
1986; Kounin, 1970; Siedentop, 1991). In other words, what students do and 
how the teacher responds are not isolated; instead, these interactions overlap 
with one another and all are part of the continuous flow of class activities. To 
explain why students behave in certain ways and how teachers react, both the 
teacher and student actions need to be taken into account (Doyle, 1979; 1986). 
Therefore, the nature of this study lends itself to an ecological framework as 
proposed by Doyle (1979). 
The ecological framework focuses on behavior in its environment 
(i.e., environment-behavior relationships). It is an appropriate way to capture 
social interaction between students and teachers in each task segment of a 
lesson. Even though many tasks and activities occur in each class session, they 
can be generally categorized as part of the instructional, managerial, or social 
task system (Jones, 1992; Siedentop, 1988; 1991). 
Teachers perform managerial tasks to gain and maintain students’ 
cooperation (Doyle, 1986; Doyle & Carter, 1984; Siedentop, 1991). Most 
managerial tasks (e.g., forming groups of four) are more explicit than 
instructional tasks (e.g., practicing lay up shots) (Jones, 1992). In addition, 
effective teachers usually have tight managerial boundaries and also hold 
students accountable by monitoring the class (Siedentop, 1988). Therefore, 
modification of tasks may be considered as misbehavior (Jones, 1992; Lund, 
1992). 
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Instructional tasks are complex and are usually designed to help students 
learn subject matter (Doyle, 1979; 1983; 1986; Doyle & Carter, 1984; Siedentop, 
1991) . Instructional tasks that teachers give are not always appropriate for all 
students with different backgrounds and skill levels in physical education settings 
(Siedentop, 1988). Therefore, many students are more likely to adjust tasks to 
better suit their abilities (Tousignant & Siedentop, 1983). Once the teachers 
present tasks, students may modify them to the extent that teachers allow it as 
acceptable behavior. Task modifications are more likely to happen during 
instructional tasks. Therefore, actual instructional tasks that students perform 
may differ from teacher-stated-tasks (Alexander, 1982; Doyle, 1983; Jones, 
1992) . Teachers’ responses to students’ performance is the key to determine 
whether modified instructional tasks are considered as misbehavior or not 
(Tousignant & Siedentop, 1983). 
Student social tasks are more likely to occur within both instructional and 
managerial task systems and are not always easy to observe (Jones, 1992; 
Siedentop, 1991). Social tasks may facilitate or hinder instructional and 
managerial task systems, depending on how and when social tasks happen in 
the class (Hastie, 1995; Siedentop, 1988). Some social tasks are accepted, 
whereas others may be classified as misbehavior, depending on who makes the 
determination. 
Most events that happen during these three task systems, including 
misbehavior, are situation specific in that teachers and students perform tasks 
together. Interactions between students and teachers become the major 
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issues in understanding what goes on in the class. To capture what is 
considered to be misbehavior incidents, observers should record both teachers’ 
and students’ behaviors in class settings (Doyle, 1983; Doyle & Carter, 1984). 
The notion that teachers and students jointly construct their learning environment 
and they both have impact on each other’s behavior is in agreement with the 
ecology model (Romar, 1995; Siedentop, 1991). Thus, this study was designed 
to investigate misbehavior using Doyle’s (1986) classroom ecology as a 
theoretical framework. 
Purposes of the Study 
The purposes of this study were to examine teacher and student 
perspectives about (a) types of misbehavior, (b) reasons for student misbehavior 
in physical education classes, and (c) factors related to student misbehavior. 
Research Questions 
1. What do students do when they misbehave in physical education 
classes? 
2. What reasons do students have for misbehavior in physical education 
classes? 
3. What do teachers and other students do when student(s) 
misbehave? 
4. What contextual factors are associated with student misbehavior in 
physical education classes? 
5 
5. How do students and teachers make meaning of (define, describe) 
misbehavior in physical education classes? 
Significance of the Study 
This study is significant for several reasons. First, teachers might learn 
from the results to improve their teaching in a variety of ways. Second, teacher 
educators might gain some new information to utilize and enhance their training 
of preservice and inservice teachers. Finally, findings might provide information 
from a new perspective for examining misbehavior, specifically from student 
points of view. 
Ability to control and minimize misbehavior is one criterion that other 
educators and outsiders such as parents use to judge teachers’ effectiveness. 
Finding out more about student misbehavior can help teachers improve their 
teaching. For example, teachers may begin to think about ways to prevent, 
reduce, and address misbehavior effectively. When teachers become aware of 
student misbehavior and the reasons for the misbehavior, they can plan activities 
that provide high opportunities for students to engage and participate in the 
activities. At the same time, teachers can conduct classes so students have 
fewer opportunities to misbehave, go off-task, and interrupt the flow of the 
lesson. For example, teachers can make quick transitions or have small groups 
practice so that everyone engages in doing drills or playing games. 
Results from my preliminary study indicated that several conditions 
facilitate misbehavior: unclear rules and expectations, improper matching of 
student skill levels with appropriate tasks, and peer pressure (Supaporn, 1996). 
6 
If teachers understand the factors that are associated with misbehavior, it may 
be possible for them to control the conditions of classes better so as to reduce 
rates of misbehavior. 
Understanding misbehavior from student perspectives is important for 
teacher educators as well because they could then provide prospective teachers 
with broad information about student misbehavior in their preservice courses. 
For example, preservice teachers could learn and practice under close 
supervision how rules, routines, and expectations are established, and how to 
gain and maintain students’ cooperation. The more information teacher 
educators have regarding students’ views of misbehavior, the more likely they 
will be to include appropriate messages in preparing preservice teachers to 
become skillful in handling misbehavior. 
Most of the studies regarding misbehavior take only researcher and 
teacher perspectives into account. Therefore, what we know about student 
misbehavior comes solely from their “outside” views. Too few researchers pay 
close attention to how students define and think about misbehavior and why they 
misbehave. The lack of information from student vantage points makes it difficult 
for teachers fully to understand and handle student misbehavior effectively. 
Thus, it is worthwhile to learn more about misbehavior from students’ points of 
view. This study should promote better understanding about why students 
misbehave and should help teachers to be able to prepare for, prevent, and 
handle misbehavior more effectively. 
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CHAPTER II 
REVIEW OF LITERATURE 
Introduction 
Student misbehavior becomes a major problem in many school districts 
(National School Boards Association, 1993). It is a major concern for teachers 
regardless of their teaching experience (Veenman, 1984). Researchers have 
explored many aspects that might contribute to student misbehavior (Cone, 
1978; Doyle, 1984; Duncan, 1992; Ennis, 1996; Hastie & Saunders, 1990; 
Kennedy, 1980; Lesley, 1981; Pestello, 1989; van der Mars, 1989; Vogler& 
Bishop, 1990; White & Bailey, 1990). These researchers suggested that 
teachers should consider several factors (e.g., teachers’ monitoring and 
influence of peer group) in order to fully understand misbehavior. 
Researchers, however, have used different terms in their studies about 
student misbehavior and have only considered researchers and teachers as the 
focal points. Further, some isolate teachers’ behavior (e.g., classroom 
management skills) and focus specifically on how each teaching behavior has 
influence on student misbehavior, whereas others examine a variety of aspects 
(e.g., social agenda) that may cause students to misbehave. This chapter will 
address the issues above in four sections: definitions of terms, classroom 
ecology as a theoretical framework, teachers’ managerial behaviors that relate to 
misbehavior, and other factors that appear to be associated with misbehavior. 
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Definitions of Terms 
The term “misbehavior” is used interchangeably by students, teachers, 
and researchers with the terms disruptive behavior (Ennis, 1996), inappropriate 
behavior (Duncan, 1992), malbehavior (Kennedy, 1980), deviant behavior 
(Kounin, 1970), off-task behavior (van der Mars, 1989), and discipline problems 
(Gnagey, 1975). In this study I will consistently use the word “misbehavior” to 
avoid confusion. 
Misbehavior has been thought of as a commonly understood term but the 
exact meaning is difficult to define. It is contextually based in that it can be 
defined differently in different educational situations, depending on when it 
happens, how it interferes with the class, and how quickly misbehavior gains 
other students’ attention (Doyle, 1986; Kounin, 1970). In classroom situations, 
for example, misbehavior can be defined as 
Any behavior by one or more students that is perceived by the 
teacher to initiate a vector of action that competes with or threatens the 
primary vector of action at a particular moment in a classroom activity 
(Doyle, 1986; p. 419). 
Vector refers to the flow of teaching and the primary vector of action involves 
academic tasks. Thus, student behaviors that interfere with teaching and 
learning (academic tasks) can be identified as misbehavior. 
Misbehavior is a social event which may pull other students away from 
learning because if a teacher desists the target student(s), this will create a 
“ripple effect”: students will stop performing a given task and pay attention to the 
incident (Kounin, 1970). Also, if a teacher does not respond when misbehavior 
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happens, it is likely that more students will join in the misbehavior and thus 
interfere with teaching and learning. 
In physical education settings, researchers include off-task behaviors, 
aggressive behaviors, refusals, disinterestedness, and conduct that disrupts 
teachers, other students, class rules, or expectations, as misbehavior (Ennis, 
1996; Fernandez-Balboa, 1991; Kennedy, 1980; O’Sullivan & Dyson, 1994; van 
der Mars, 1989). These conceptions were based on teachers’ identifications of 
actions as misbehavior events in their classes. Fernandez-Balboa’s finding 
(1991) emphasized that misbehavior was not only an incident which involved 
what students do but also an image of how teachers perceive certain behaviors 
in their mind. A student action that one teacher identifies as misbehavior may be 
acceptable for another. Therefore, it is clear that individual teachers define 
misbehavior differently. They may also differ in their boundary of interpretations 
for what appropriate and inappropriate behaviors (misbehavior) are. Williams 
and Anandam (1973), for example, found four categories by which teachers 
distinguished appropriate behavior from misbehavior. Task-relevant behavior 
and appropriate social interaction were appropriate while off-task behavior and 
disruptive behavior were not. 
Regardless of who identifies misbehavior, both teachers and students 
play major roles in each misbehavior event. A teacher and students always exist 
together in any classroom environment (Gum, 1969). Therefore, teacher 
behavior affects students and likewise, student behavior influences the teacher 
(Romar, 1995). Understanding why students misbehave or how students 
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perceive events as misbehavior is as important as understanding how teachers 
and researchers perceive the same phenomenon. 
Of the several misbehavior definitions described above, none comes from 
students. Thus, I do not know how students define and perceive misbehavior. 
As a researcher, I will seek for meanings that students and teachers have for 
misbehavior during data collection. I wonder what definitions students hold 
about misbehavior and to what extent they differ from their teachers? Further, I 
wonder whether teacher definitions transmit exactly to their students? If not, how 
do students get messages about what should be considered as misbehavior and 
what appropriate behavior is? 
High school students in my field study (Supaporn, 1996) referred broadly 
to misbehavior as “when students are doing something that they are not 
supposed to do or not doing something that they are supposed to do” (e.g., 
talking while they are supposed to be listening to the instruction). It will be 
interesting to find out more about what definitions my participant students use to 
identify misbehavior in their classes. I will, however, use Doyle’s definition of 
misbehavior as a basis for comparison during data analysis. 
Classroom Ecological Framework 
Classrooms are complex, unpredictable, simultaneous, and 
multidimensional environments where many activities and tasks happen at the 
same time (Doyle, 1986). Therefore, an ecological approach that includes 
interaction of both a teacher and students in the classes will help researchers to 
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capture phenomena with respect to teaching and learning in context (Doyle, 
1979; 1986; Gum, 1969). 
In classrooms it is difficult to foresee how the primary vector of instruction 
will flow within a particular group and on a particular day. Thus, teachers must 
usually juggle more than one task (overlap) at a time (Doyle, 1979; 1986; 
Kounin, 1970). Regardless of what activities the teachers do (e.g., helping 
individual students, watching the rest of the class), those activities can be 
classified under two main task systems: instruction and management. These 
two task systems help teachers work with their classes to achieve two main 
goals, learning and order (Doyle, 1983; 1986). 
Instructional tasks refer to any activities that relate to subject matter or 
learning, such as explaining how to serve a volleyball. Managerial tasks can be 
defined as provisions and procedures that are necessary for teachers to gain 
and maintain an environment that promotes instruction and learning. Regardless 
of subject matter, these two task systems, instruction and management, are the 
core of teaching that can be observed in any class setting (Doyle, 1986; Kounin, 
1970). 
In the physical education classroom ecology, researchers have extended 
Doyle’s original work for understanding teaching and learning phenomena by 
proposing another type of task system called the student social task system 
(Jones, 1992; Siedentop, 1991; Son, 1989; Tinning, 1983). Thus, study of life in 
a physical education context should consider these three task systems, 
managerial, instructional and social. 
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Unlike instructional and managerial tasks which are usually presented by 
teachers, social tasks are subtle, unpredictable, frequently implicit, and usually 
initiated by students. Social tasks are not easy to observe because each student 
may hold somewhat idiosyncratic social agendas. Students in Allen’s (1986) 
study indicated socializing as one of two major goals which they achieved by 
using several strategies, including having fun and minimizing work. Social tasks 
in physical education settings are integrated within instructional and managerial 
tasks (Hook & Tannehill, 1995; Jones, 1992; Marks, 1989). For instance, 
students have conversations (social task) while they are warming up 
(instructional task). 
Misbehavior can happen any time within the managerial and instructional 
task systems or as part of the student social task system. Misbehavior is also an 
event that teachers address as part of their managerial task systems and can be 
understood best as being situated in a social context. For example, a teacher 
takes roll and two students are talking quietly (student social task = catching up 
on friend’s news). More students are talking within their own groups so there is 
consistent, loud noise. The teacher then asks students to be quiet. Students 
learn that talking is allowed only so long as the overall level of noise does not 
interfere with teacher’s tasks. This illustration clearly indicates that the 
contextual nature of misbehavior should take into consideration the total ecology 
of the class (Doyle, 1986). 
Since each task system supports and sometimes overlaps with the others 
(Doyle, 1986; Jones, 1992; Siedentop, 1991), it is important to consider these 
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three task systems together. Understanding teachers’ instructional and 
managerial task systems as well as the students’ social task system is very 
helpful for any researcher who wants to investigate misbehavior because the 
tasks within the three interconnected systems provide clues and indications to 
signal what is going on in the class. 
Thus, I will use the ecological approach considering the three main task 
systems as a framework for looking at student misbehavior in its context. In 
order to understand how the three task systems operate dynamically as an 
ecological framework, the factors of accountability, ambiguity and risk, 
negotiation, and task boundaries need to be taken into account. 
Accountability 
Accountability refers to strategies that teachers use to hold students 
responsible to achieve given instructional or managerial tasks which usually are 
present in two forms: formal and informal (Tousignant & Siedentop, 1983). 
Formal accountability emphasizes grade exchange systems such as quizzes, 
tests, exams, and skill tests, whereas, informal accountability includes feedback 
given to students, class monitoring, interaction between the teachers and 
students, rewards, and so on (Doyle & Carter, 1984; Hastie & Saunders, 1991a; 
Tousignant & Siedentop, 1983). Tasks are suspended if teachers do not hold 
students accountable in any way (Doyle, 1983; Lund, 1992; Siedentop, 1988). 
In a physical education context, teachers seldom assign homework or use 
quizzes for grading students (Siedentop, 1991). Some teachers conduct skill 
tests but others only consider effort, participation, and cooperation as criteria for 
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grading (Matanin & Tannehill, 1994). Informal accountability is commonly seen 
as class monitoring that most teachers demonstrate to some degree (Hastie & 
Saunders, 1991a; Lund, 1992; van der Mars, Vogler, Darst & Cusimano, 1994). 
Proximal and distal monitorings do not make any difference on students’ on- and 
off-task behaviors but non-monitoring significantly increases students off-task 
behavior and misbehavior (Hastie & Saunders, 1991a). Thus, accountability is 
considered as a valid predictor of task engagement in a physical education 
environment (Hastie & Saunders, 1990). 
Some teachers hold students accountable only for managerial tasks, such 
as dressing appropriately, cooperating, and being a good member of the class. 
Other teachers include instructional tasks, such as effort, participation, and 
outcome of task performance (O’Sullivan & Dyson, 1994; Tousignant & 
Siedentop, 1983). Lund (1992) found most physical education teachers hold 
students accountable only on managerial tasks. She argues that managerial 
tasks cannot represent educational goals. Therefore, teachers should also set 
instructional goals and hold them accountable. Accountability drives the task 
systems; if teachers do not hold them accountable (e.g., monitoring the class), 
students are likely to be off-task, modifying tasks, or misbehaving (Doyle, 1986; 
Hastie & Saunders, 1990; Lund, 1992; Tousignant & Siedentop, 1983). 
Most students quickly learn how each teacher is going to hold them 
accountable. The better the teacher holds students accountable, the more likely 
students are to stay on task and cooperate (Romar, 1995). Thus, high rates of 
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student engagement due to a teacher having a workable accountability system in 
place are associated with low rates of student misbehavior (Lund, 1992). 
Ambiguity and Risk 
Since a classroom is a complex setting, tasks usually hold some degree 
of ambiguity and risk, particularly from students’ perspectives (Doyle, 1979). 
Ambiguity is a gap between teacher-stated tasks and the performance 
expectations. What are acceptable responses? Is there only one correct 
answer/performance, or more? The explicitness of task presentation defines the 
level of ambiguity. Low ambiguity occurs if tasks are fully explicit; teachers 
usually include information about how to perform the task, under what conditions, 
what the criteria to judge the success of performance are, and the performance 
expectations. 
Physical education teachers generally present some combination of 
explicit, partly explicit, and implicit tasks (Jones, 1992; Son, 1989). Implicit tasks 
are less clear to students and create a high degree of ambiguity. As a result, 
students may unintentionally modify tasks or not perform teacher-stated tasks. 
Managerial tasks are usually clear so that they are less likely to confuse 
students; in contrast, instructional tasks are complex and generally are 
presented with less explicitness, which leads to a certain degree of ambiguity 
(Siedentop, 1988). Instructional tasks become more explicit, however, when 
teachers set up instructional goals and criteria for students to perform tasks, and 
also hold them accountable (Lund, 1992). Instructional tasks that are not fully 
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explicit are usually lacking criteria to determine task accomplishment (Jones, 
1992). 
Risk refers to a connection between ambiguity of task, level of task 
difficulty, and accountability systems (Siedentop, 1991). The tighter the degree 
of accountability and the more difficult the task, the higher the risk may be. Less 
difficult tasks combined with a loose accountability system usually are associated 
with lower risk. Tasks become more risky when students don’t know the 
answers or don’t know how to perform them correctly. This leads students to 
figure out task boundaries and negotiate with the teachers for more explicitness 
until the tasks become clear or acceptable responses are identified (Davis & 
McKnight, 1976; Doyle & Carter, 1984). These actions decrease the momentum 
of teaching and increase the opportunity for disruption and misbehavior (Doyle & 
Carter, 1984). 
Negotiation 
Negotiation relates to ambiguity and level of task difficulties. Students 
negotiate more when tasks are too difficult and/or ambiguous (Marks, 1989). 
Negotiation allows students to seek clarity and explicitness of task description 
and performance expectations. Negotiation also helps students learn quickly 
how narrow or broad the teacher’s task boundaries are. 
Students in other subjects verbally negotiate with their teachers, whereas 
they negotiate verbally and physically in a physical education ecology (Jones, 
1992). Once tasks are introduced, students may respond using at least four 
strategies to perform given tasks: response to “task-as-stated-by-the-teacher”, 
17 
“modified-task”, “deviant off-task”, or “competent bystander” (avoiding 
participation without disruption) (Tousignant & Siedentop, 1983). 
The “deviant off-task” behavior seems to attract the teacher’s attention 
quickly and most teachers react immediately to reduce or stop this “misbehavior” 
before it spreads. Most teachers are pleased with students who perform a “task- 
as-stated-by-the-teacher” because they show compliance and cooperation. 
The last two strategies, “modified-task” and being “competent 
bystanders”, may be considered either as appropriate behavior or misbehavior, 
depending on an individual teacher’s boundaries. Some teachers choose to 
ignore and intentionally allow students to continue as long as those behaviors do 
not interfere with the class, are not harmful to others, and do not disrupt the flow 
of teaching (Doyle, 1977b; 1986). 
Many students, therefore, implicitly learn to compromise between what 
teachers want them to do and what they want to do with regard to instructional 
and managerial tasks (Allen, 1986). Teacher and student interaction then 
becomes a process of negotiation that defines task boundaries and determines 
actual tasks which may deviate from teachers’ stated managerial/instructional 
tasks. 
Boundaries 
"... teacher verbal behavior is not a reliable source of information 
concerning the acceptability of responses ...” (Doyle, 1977a, p. 178). Students 
usually find out more about the boundaries of acceptable behavior from 
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teachers’ reactions to their performance, that is, to what extent modification is 
allowed. 
Effective teachers explain tasks explicitly and describe their boundaries in 
order to control students’ modifications. Good explanations include what is 
acceptable behavior and what is not. If teachers do not hold students 
accountable and any task response is accepted, students then learn that 
teachers have broad boundaries. Task boundaries can be understood by 
understanding a teacher’s rules, routines, and expectations (RREs) as well 
because teachers usually establish RREs at the start of the school year (Emmer, 
Evertson & Anderson, 1980; Evertson & Emmer, 1982; Fink & Siedentop, 1989). 
How strict or flexible teachers are at enforcing their RREs is one criterion by 
which students evaluate teachers’ boundaries. The more strict teachers are, the 
narrower their boundaries (Hoy, 1969). 
Most teachers have tight boundaries for managerial tasks but broader 
ones for instructional tasks (Siedentop, 1988). Not many modifications can be 
tolerated during management. That is, teachers usually desist promptly once 
they notice modifications and deviant behavior. Instructional tasks consist of 
several episodes and sometimes students are allowed to work together in small 
groups. This makes it more difficult for teachers to keep their eyes on all 
students, particularly in the gymnasium setting where students perform tasks in a 
huge arena (Siedentop, 1988). In this context, students are more likely to 
respond to tasks differently from what teachers ask for. If teachers fail to notice 
and react to students’ performance, their boundaries will be pushed or set up by 
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students through nonverbal negotiation. This confirms Doyle’s (1977a) notion 
that the task boundary becomes clear to students when teachers react to a 
student’s performance. 
Understanding accountability, ambiguity and risk, negotiation, and task 
boundaries provides insight into how teachers establish their instructional and 
managerial task systems. These factors are observable and help explain 
teacher’s task systems as well as RREs. The clearer researchers become on 
these factors, the more precisely they can understand what teachers and/or 
students consider to be appropriate and inappropriate behavior (misbehavior) 
within a given class context. 
Teachers’ Managerial Behaviors that Relate to Misbehavior 
As noted before, managerial tasks are pre-requisite to instructional tasks 
and include several non-subject matter activities, for example, organizing 
material/equipment (Doyle, 1986; Luke, 1989; Siedentop, 1991). Researchers 
have focused on at least three aspects of teachers’ management that are 
associated closely with student misbehavior: (a) classroom management, 
(b) activities at the beginning of the school year, and (c) strategies for handling 
misbehavior, that are associated closely with student misbehavior (Brooks, 1985; 
Doyle, 1979; 1984; Duncan, 1992; Evertson & Emmer, 1982; Fink & Siedentop, 
1989; Gettinger, 1988; Kennedy, 1980; Kounin, 1970; Luke, 1989; Siedentop, 
1991; Stewart, 1980). 
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Classroom Management 
Class management is ways that teachers use to gain and maintain 
student’s cooperation so that learning is more likely to take place. Better 
classroom managers experienced low rates of misbehavior (Doyle, 1984; 
Gettinger, 1988; Luke, 1989; O’Sullivan & Dyson, 1994; Sanford & Evertson, 
1981). Thus, teachers who are able to maintain order and minimize student 
misbehavior generally are considered to be effective in this aspect of being good 
classroom managers (Doyle, 1986; Kounin, 1970; Siedentop, 1991). 
Most previous studies about effective classroom management with 
respect to misbehavior focus on two main themes: prevention (plans and actions 
taken before misbehavior happens) and remediation (actions and strategies 
applied to modify misbehavior to appropriate behavior after it has already 
occurred). Researchers have recommended prevention over remediation 
(Doyle, 1986; Gettinger, 1988; Kounin, 1970; Siedentop, 1991). Prevention is 
described in this section, whereas remediation will be discussed in more detail in 
the “strategies for handling misbehavior” section. 
A few researchers offer proactive classroom management as a way to 
prevent misbehavior and to gain student’s cooperation (Doyle, 1986; Gettinger, 
1988; Siedentop, 1991). Proactive strategies emphasize expecting and planning 
for misbehavior, reinforcing appropriate behaviors, and organizing proper group 
work (Gettinger, 1988). 
Studies about proactive classroom management have explored ways to 
improve student performance and learning by preventing management problems 
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(Gum, 1969; Kounin, 1970). Researchers found a connection between 
misbehavior or “discipline problems” and managerial success, that is, the more 
effective in classroom management the teacher was, the fewer incidents of 
misbehavior occurred. Kounin (1970) also observed and described several 
characteristics, such as withitness and overlapping, smoothness and 
momentum, and group alerting as important parts of proactive management 
which contributed to managerial success. 
Withitness (teachers’ ability to be aware of what is going on in the class) 
and overlapping (the skill of addressing two or more events simultaneously) are 
related. Teachers who demonstrate high withitness are likely to manifest skill in 
handling several events at the same time. For instance, teachers desist 
misbehaving students and continue to monitor the rest of the class so that they 
know what students are doing. This action increases engagement time and 
fosters student cooperation which strengthens of both managerial and 
instructional tasks (Doyle, 1986; Johnson, 1995). 
Momentum (the continuous pace of teaching) and smoothness (the 
absence of teacher actions to interrupt the flow of task segments) are associated 
with gaining order and having control over the class (Doyle, 1979; 1984). 
Teachers who are able to move briskly from one task to another increase 
engagement time and minimize opportunities for students to misbehave (Brooks 
& Hawke, 1987-1988; Doyle, 1983; Emmer, Evertson & Anderson, 1980). 
Finally, group alerting (teacher actions to maintain students’ attention) is a 
message that teachers send to non-engaged students for keeping their attention 
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on given tasks. Teachers use a number of techniques to gain students’ 
awareness, such as giving feedback to specific groups and monitoring the class 
closely. The more actively teachers monitor the class, the less likely students 
are to misbehave and the more likely they are to be involved with the assigned 
tasks (Hastie & Saunders, 1990; Hastie & Saunders, 1991b; Tousignant & 
Siedentop, 1983; van der Mars, Vogler, Darst & Cusimano, 1994). This 
increases the opportunities for teachers to accomplish both managerial and 
instructional tasks. 
These five characteristics of proactive management are observable in any 
classroom environment. The greater ability the teacher demonstrates in using 
these skills, the less likely he/she is to be confronted with misbehavior 
(Gettinger, 1988; Kounin, 1970). 
Activities at the Beginning of the School Year 
Prevention can also be achieved through activities that teachers establish 
at the beginning of the school year e.g., rules, routines/procedures and 
expectations (RREs) (Brooks & Hawke, 1987-1988; Evertson & Emmer, 1982; 
Fink & Siedentop, 1989; O’Sullivan & Dyson, 1994). Previous studies indicate 
that the amount of misbehavior teachers face relates to activities during the first 
few weeks of the school year (Emmer, Evertson & Anderson, 1980; Evertson & 
Emmer, 1982; Fink & Siedentop, 1989; O’Sullivan & Dyson, 1994). Effective 
teachers spend time during the first days of the school year establishing clear 
RREs (Brooks, 1985; Fink & Siedentop, 1989). They also give students 
opportunities to practice RREs and provide them with feedback. The 
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consequences of breaking RREs are described and teachers consistently 
enforce RREs for the entire year. These actions help students to learn RREs 
quickly and become aware of the consequences of breaking RREs. In turn, 
teachers encounter fewer incidents of misbehavior (Emmer, Evertson & 
Anderson, 1980; Evertson & Emmer, 1982; Fink & Siedentop, 1989; O’Sullivan & 
Dyson, 1994). 
RREs are information that teachers use to clarify expected behaviors in 
their classes (Fink & Siedentop, 1989; O’Sullivan & Dyson, 1994). Articulating 
RREs provides students with general messages about what teachers consider 
appropriate and inappropriate behavior. Providing clear RREs is one preventive 
management strategy that teachers use to prevent students from being off-task 
and misbehaving (Gettinger, 1988; Siedentop, 1991). 
RREs allow teachers to maintain a fast pace and continuity of instructional 
tasks and, in turn, develop a strong learning vector toward academic tasks 
(Doyle, 1983; 1986). For example, when teachers develop gathering routines, 
they can assemble students very quickly whenever they need. The teachers, 
then, are able to move the class briskly from one instructional task segment to 
another (Siedentop, 1991). 
How teachers define RREs may differ from person to person but most 
researchers refer to rules as any behavioral requirements that teachers present 
to students and/or post in the gymnasium, whereas routines are habitual sets of 
behaviors for teachers and students which allow instructional smoothness and 
momentum. Expectations can be defined as either processes or products that 
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teachers anticipate for their students, such as learning and enjoyment (Fink & 
Siedentop, 1989). 
Rules and routines sometimes overlap and are difficult to distinguish 
(Siedentop, 1991). For instance, how much time is allowed for students to get 
changed is a class rule, but where to get dressed (e.g., locker rooms) is a class 
routine. 
How RREs are established differs among teachers. Some are more 
explicit in describing RREs to their students than others (Brooks, 1985; Brooks & 
Hawke, 1987-1988; Fink & Siedentop, 1989). Many teachers integrate and 
teach rules and routines as part of curriculum. They also emphasize their 
expectations, such as student’s learning and cooperation to the class. 
Understanding how the teacher establishes and introduces RREs to the class, 
therefore, helps students to obtain information about which behaviors are 
acceptable and which are not (Emmer, Evertson & Anderson, 1980; Evertson & 
Emmer, 1982; O’Sullivan & Dyson, 1994). 
Unlike other subject matters taught in a classroom environment, students 
in physical education classes usually are required to move from place to place to 
accomplish given tasks. Many of the RREs established by physical educators 
may be appropriate only in physical education settings, (e.g., dressing properly 
for activities), but never occur in other classrooms. As a result, types of 
misbehaviors may be different from those in a classroom environment. 
Therefore, it is necessary to understand RREs in order to distinguish between 
appropriate behavior and misbehavior in the physical education context. 
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Most schools offer physical education curriculum in units which differ in 
length of time from 2-6 weeks and in which students have limited choices of 
activities offered. Thus, many students may be new for a teacher within a 
particular unit. As a consequence, physical education teachers may spend time 
at the beginning of each unit establishing RREs again. Teachers also might 
spend more time establishing RREs with students in the entering grade levels of 
their schools or provide greater opportunities for younger students to practice 
RREs and give them feedback (Fink & Siedentop, 1989). Teachers might then 
work on RREs with middle grade students (7-8) more than with high school 
students (9-12). 
RREs can be developed by a teacher alone or in conjunction with his/her 
students (Siedentop, 1991). Any RREs that have not been consistently enforced 
eventually will be ignored. For instance, at the beginning of a soccer unit, a 
teacher established “an entering the field routine”. He indicated that students 
were expected to be on the soccer field 5 minutes after the bell rang. 
Nonetheless, the majority of students entered the soccer field 7-10 minutes after 
the bell rang. The teacher neither intervened with such misbehavior nor 
reminded students about that routine. Therefore, this routine effectively no 
longer existed. 
Understanding RREs is helpful in observing the relationship between 
teachers’ actions and student misbehavior. If teachers do not consistently 
enforce rules, students are more likely to misbehave, such as breaking the rules 
(O’Sullivan & Dyson, 1994). Moreover, clear RREs encourage students to do 
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things faster so that there is less opportunity to interfere with the flow of 
teaching. Therefore, teachers should give clear, explicit RREs and allow 
students to practice them (Evertson & Emmer, 1982; Moskowitz & Hayman, 
1974). 
Only a few researchers have investigated RREs specifically in physical 
education, so there are not enough data to make an assertion at this point about 
whether most physical education teachers handle RREs effectively (Fink & 
Siedentop, 1989; Nelson, Lee, Ashy & Howell, 1988; Oslin, 1996; O’Sullivan & 
Dyson, 1994). Some physical education teachers present RREs at the 
beginning of the year but many do not. They may or may not provide students 
with the opportunity to practice and may or may not consistently enforce RREs 
for the whole year. 
In summary, researchers have generated four key elements in helping 
students learn and comply with RREs. First, teachers need to establish clear 
RREs and teach them to students, especially at the beginning of the year. 
Second, teachers should provide ample opportunity for students to practice and 
give them feedback so students will learn the differences between appropriate 
behavior and/or misbehavior. Teachers also need to review RREs if necessary. 
Third, teachers should present a consequence system that includes aspects for 
both following and breaking RREs. Last, teachers must consistently enforce 
RREs throughout the entire year. Establishing good RREs allows teachers to 
gain and maintain order or have control over the class. As a result, they should 
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encounter fewer incidents of misbehavior (Emmer, Evertson & Anderson, 1980; 
Evertson & Emmer, 1982; Fink & Siedentop, 1989; O’Sullivan & Dyson, 1994). 
Strategies for Handling Misbehavior 
Misbehavior sometimes still occurs regardless of what teachers do to 
prevent misbehavior. Effective classroom managers know how and when to 
respond to each misbehavior incident. 
Misbehavior and what teachers do to stop it are not isolated events; 
instead, they are part of the classroom ecology. Teachers’ intervention with 
each misbehavior incident, therefore, should be viewed within its context which 
includes social interaction between students or between students and teachers 
(Doyle, 1986; Kounin, 1970). 
Once teachers notice a misbehavior, they will make a decision as to 
whether they are going to intervene. Under most circumstances, teachers have 
limited time to think and react to the incidents. Many factors influence their 
decision of how and when teachers are going to intervene, including who 
misbehaves, the student’s history of misbehavior, what he/she does, when it 
happens, and how it affects the teaching/learning environment (Cone, 1978; 
Doyle, 1986; Pittman, 1984). 
An intervention on misbehavior creates a secondary vector that can 
distract students’ attention from the primary learning vector. Thus, most 
teachers usually respond to a misbehavior incident immediately before it spreads 
or develops a ripple effect that weakens and competes with a learning vector 
(Johnson, 1995; Kounin, 1970). Whatever techniques teachers choose should 
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minimally interfere with the primary learning vector of the class and the flow of 
teaching (Doyle, 1986). 
Most teachers have their own strategies to address misbehavior and 
those strategies may differ by activities, school levels, teachers and classes. 
Teachers’ responses to misbehavior can be classified as positive and negative 
(Abramowitz, O’Leary & Rosen, 1987; Henkel, 1991). Positive responses 
include rewards, praise, public recognition, and privileges for good behavior. 
Negative responses may involve reprimand, punishment, and taking away 
privileges. Stewart, (1980) for instance, found that physical education teachers 
used “hustle and praise” as a positive approach and nags, “nasties”, and 
punishment as negative strategies to handle misbehavior. 
Some teachers intervene only upon misbehavior whereas others respond 
to both appropriate behavior and misbehavior. Positive strategies are used for 
good behavior but both positive and negative approaches can be applied for 
misbehavior. Previous studies have suggested that teachers should pay close 
attention and respond more frequently to appropriate behavior because doing so 
has a long term impact on reducing misbehavior (Rathvon, 1990; Siedentop, 
1991; Stewart, 1980; van der Mars, 1989). 
A survey of behavioral management strategies used by elementary and 
secondary physical education teachers found the strategies that teachers chose 
depended on the severity of misbehavior (Vogler & Bishop, 1990). A technique 
named “simple praise of appropriate behavior/social reinforcement” ranked first 
for mild and moderate misbehaviors, while “student sit out, time out” was favored 
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for severe misbehaviors. This indicates that teachers’ perception about severity 
of disruption that threatens the safety of the class and weakens the primary 
learning vector is an important factor in understanding their decisions of 
intervention (Doyle, 1984; Gum, 1967). 
While some researchers investigated which strategies teachers use to 
desist misbehavior (Kennedy, 1980; Stewart, 1980; Vogler & Bishop, 1990), 
others explored how remediation techniques (modify student misbehavior after it 
happens) have impact on changing students’ behavior (Paese, 1982; van der 
Mars, 1989; Vogler & French, 1983; Vogler & Mood, 1984; White & Bailey, 
1990). Findings from most of these studies indicated that their intervention 
techniques reduced and modified student misbehavior. Positive reinforcement 
for appropriate behavior was found to be more effective than punishments of 
misbehavior (Abramowitz, O’Leary & Rosen, 1987; Paese, 1982; Vogler & 
French, 1983). Students in van der Mars’ (1989) study, for example, reduce off- 
task and disruptive behaviors as the teacher increases praise for being on-task. 
Intervention and remediation provide only short term effects for 
maintaining order in the classroom (Doyle, 1986). After the remediation is 
withdrawn, misbehavior may return to initial levels. Therefore, relying on 
remediation may not be a good solution. Some teachers’ strategies also may 
lead to conflict with students. A better way to address misbehaving students 
effectively may be to use a complex combination of strategies: find out causes, 
analyze situations, try prevention first, and then select appropriate strategies to 
use after student misbehavior (Doyle, 1986; Lesley, 1981; Pestello, 1989). 
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Factors Associated with Misbehavior 
Researchers have found a number of factors which have yielded strong 
positive or negative connections to misbehavior. Positive effects promote 
students’ appropriate behavior, whereas negative effects result in increasing 
misbehavior. There may be other factors that are important but are not included 
in this section due to insufficient information from research studies. 
Transitional Episodes 
Transition can be classified as part of a managerial task system that 
happens at different rates in each class (Doyle, 1986). Minor transitions occur 
during speaking turns, whereas major transitions happen between activities or 
lesson episodes (e.g., getting equipment and changing courts). The longer the 
time spent during transition episodes, the greater the opportunities for students 
to misbehave (Gum, 1967). Transitions allow students to talk with each other in 
both classroom and physical education settings (Doyle, 1986; Siedentop, 1991). 
Social interaction among students, such as communicating with their peers 
instead of listening to teacher directions, usually takes place during transition. 
Therefore, some researchers believe transitions are important enough to 
categorize as another type of task system (Tousignant & Siedentop, 1983). 
Thus, the transition portions of class are times to pay close attention to student 
misbehavior. 
Social Agendas 
Several researchers have shown that students view school as a place for 
them to gather and socialize with their friends (Allen, 1986; Cusick, 1973; 
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Stinson, 1993). They also believe that having friends, particularly in physical 
education class, is very important because it makes them feel included and feel 
more comfortable in the class (Parker, 1996). Most students enter classes, 
regardless of subject matter, with their own social agendas (Allen, 1986; Hastie 
& Pickwell, 1996; Jones, 1992). Their agendas can be understood as a system 
called the student social task system (Siedentop, 1991). 
Student social task systems are usually operated by students in various 
forms with clever and subtle negotiation. One of the forms can be seen as an 
interaction among students in the class about non subject-matter related events, 
such as catching up their friends’ issues (Allen, 1986). Therefore, social 
agendas are very difficult to predict by the fact that different students may hold 
different social agendas (Jones, 1992). 
Many interactions between students, or between students and a teacher, 
are reinforced by the social agendas that students or their peer groups hold. 
Some actions (e.g., disrupting instruction and smoking) that students believe are 
necessary to maintain membership in certain groups are interpreted as 
misbehavior by the teachers (Lesley, 1981). Further, social agendas that drive 
students to behave in a certain way are not easy to observe; researchers only 
observe behaviors but not the agendas associated with such actions. Research 
strategies such as interviews and participant observations can facilitate 
researchers gaining information with respect to student social agendas (Allen, 
1986). 
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Researchers indicate that students use a number of strategies 
(e.g., reducing boredom and having fun) to achieve their social agendas (Allen, 
1986; Hastie & Pickwell, 1996). Understanding students’ social agendas, then, 
is one variable that helps researchers study causes of misbehavior. 
Peer Groups 
The role of peer groups dramatically increases as students grow older 
(Williams & Stith, 1974). Peer relationships are built on the feelings of belonging, 
caring, and acceptance (Johnson, 1980). As a result, members of the peer 
group are more likely to behave in a similar manner. This helps to maintain 
acceptance and being part of the groups. 
Group members anticipate that others in their group will share similarities 
e.g., their expressions toward sport situations. In a physical education 
environment, having opportunity to interact and being with friends makes the 
class more enjoyable (Parker, 1996). Most students rapidly learn how to behave 
among their peers and which values they are expected to display during 
participation in classes (Carlson, 1994). 
How much impact peer groups have on their members’ behavior varies 
depending on the individual and the situation (Mergendoller & Mitman, 1985). 
Students with high self confidence or who perceive themselves as competent are 
less likely to be influenced by group norms and expectations (Hartup, 1983; 
Landsbaum & Willis, 1971). Moreover, students may express their feelings and 
behave somewhat differently when they are with a music group or with a physical 
activity group. For instance, students may choose to modify teacher-stated tasks 
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in physical education classes to be more or less difficult, if their peers perceive 
such variations as more challenging and enjoyable. 
Peer group pressure may function either positively or negatively in 
physical education classes (Carlson, 1994). This can result in increasing 
misbehavior if conflict arises between group values and teacher’s 
expectations/class norms, for example, if the majority of the group values off-task 
behavior and disruption. If the group members instead value teacher 
expectations, they are more likely to comply and behave in accordance with 
class rules. It is not clear to what extent peer groups have influence on student 
misbehavior, but researchers who study both peer group influences and 
students’ social agendas may find some clues. 
Student Attitudes Toward Physical Education 
Research about student attitudes toward physical education has been 
conducted at school levels from elementary and middle schools (Cheffers, 
Mancini & Zaichkowsky, 1971; Martens, 1979) to college (Campbell, 1968; 
Keogh, 1963). Some researchers report that the majority of students, regardless 
of school level, hold positive attitudes toward physical education. Others, 
conversely, indicate that students’ attitudes toward physical education vary from 
negative to positive (Butcher, 1982; Coe, 1984; Rice, 1988; Williams & Nelson, 
1983). Such factors as teachers and past experience influence how students 
form attitudes toward physical education. Thus, it is reasonable to assume that 
students in a given physical education class hold different attitudes. 
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Attitudes may be associated with behavior to some degree although 
researchers only found a moderate correlation between the two variables 
(Keogh, 1963; Kiesler, Collins & Miller, 1968). Researchers contended that 
when other factors have stronger impact on behavior (severity of punishment to 
those who do not participate in the class) students may behave inconsistently 
with their attitudes (Freedman, Carlsmith & Sears, 1974). 
Students who hold negative attitudes toward physical education are more 
likely to avoid participation (Carlson, 1994), for example, by being competent 
bystanders. Non-participating students are also more likely to misbehave and be 
off-task (Tousignant & Siedentop, 1983). It is unclear from literature how 
attitudes, especially negative ones, connect to misbehavior. Thus, this study 
offers an opportunity to find out how students view the impact of their attitudes 
toward physical education on misbehavior in physical education classes. 
Summary 
The focus of this chapter was to provide an overview regarding several 
aspects that might be associated with student misbehavior. The first section 
provided definitions of the term “misbehavior” given by teachers and 
researchers. The second section offered ways of looking at misbehavior through 
an ecological approach which includes both students and teachers in a class 
setting. The third section emphasized teachers’ managerial behaviors that many 
researchers have found significant in understanding why students misbehave. 
The final section combined a number of factors that may be connected to 
student misbehavior although the specific relationships are not yet clear. 
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CHAPTER III 
METHOD 
Introduction 
When explaining student misbehavior, researchers seem to include only 
researchers’ or teachers’ points of view. How students perceive misbehavior 
also should be included because both students and teachers exist together and 
influence each other in establishing a classroom context. The purpose of this 
study was to investigate misbehavior from a classroom ecology perspective with 
both teacher and student views taken into consideration. In this study I 
examined teacher and student perspectives about (a) types of misbehavior, 
(b) reasons for student misbehavior in physical education classes and (c) factors 
related to student misbehavior. 
Since misbehavior may be a sensitive issue to discuss about oneself, 
one’s classmates, or one’s teacher, several methodologies were used to gather 
and triangulate data. These involved (a) shadowing a teacher, (b) critical 
incidents, (c) interviews, (d) videotaping class sessions, and (e) audiotaping 
stimulated recall sessions using the videotapes. To describe the overall 
methodology, this chapter was divided into four main sections: 
(a) procedures, (b) data collection, (c) data analysis and (d) trustworthiness. 
Procedures 
School Site Selection 
My school site, Champion High School (CHS, a pseudonym), located in 
New England, was selected based on informal comparisons made among 
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several middle and high schools which I visited and observed during my pilot 
work and field study. The school was local which made it easily accessible for 
me. Champion High School was situated in a rural area with approximately 620 
students ranging from grades 7 to 12. 
There were three physical education teachers, one novice (3 years of 
teaching experience), and the other two had taught for more than 25 years. My 
dissertation participant teacher, with 27 years of teaching experience, was fairly 
typical in that he taught 5-6 periods a day. One was a health class, and the rest 
were physical education classes. He also coached girls’ softball after school 
during the spring semester. 
Physical education was required at CHS but students had choices to 
select one activity of two to four weeks from two or three offered at the same 
time. Students in two grade levels (7-8, 9-10, and 11-12) were usually 
scheduled for each physical education class because of the limited number of 
physical education teachers. 
Unlike other schools, Champion High School had a private audio-visual 
room which allowed me to conduct stimulated recall sessions with students and 
the teachers. The principal allowed me to have access to the audio-visual room 
as a quiet place to use with students and the teacher for watching videotapes 
and identifying types of misbehaviors. This room insured an environment of 
privacy for discussion and comments about what students saw in the videotapes. 
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Participants and Selection of Participants 
A male teacher and volunteer students in his class (14 students) for the 
first indoor unit of the Fall Semester served as participants. I used two criteria 
for selecting the teacher. 
First, this physical education teacher and students in his classes indicated 
that there were some misbehavior incidents. I spent 3-4 hours visiting the school 
on two or three occasions. Each time, I observed 1-2 physical education classes 
and talked to all three physical education teachers and 8-10 students in the 
classes. Questions I asked the teachers and students were as follows: 
1. Please describe what you usually do in gym classes from the 
beginning to the end. 
2. Do most students behave well in the gym class? If not, what do 
they do? 
3. Please list 2 or 3 behaviors that you have noticed and identified as 
inappropriate behavior/misbehavior during gym classes. Why do 
you think of those actions as misbehavior? 
After asking these three questions, I observed all physical education 
teachers in the school conduct their physical education classes. During these 
observations, I tried to look for the answers to the three questions above. In 
other words, I wanted to make sure that what I observed matched with what the 
physical education teachers and students explained to me. 
Second, the teacher’s willingness to participate and cooperate in my study 
was an important criterion for selection. After observing all physical education 
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classes a few times, I chose a teacher with whom I wanted to work and briefly 
described my research study, asking if he was interested in participation. Once 
the teacher’s permission was obtained, I initiated formal entry procedures 
required for that site (letters and a short description of the research for the 
administrators involved in granting permission). Informed consent documents 
(see Appendix A) were signed by the teacher just prior to the Fall Semester. 
In order to keep data manageable fourteen out of twenty seventh and 
eighth grade students, who were in my participant teacher’s class volunteered to 
be in this study. I arranged with the teacher, (Mr. Softball, pseudonym) to meet 
with students in one class. During this meeting, I described the study, answered 
questions, and asked for cooperation. I then distributed student and parent 
consent forms and asked students to return the forms with their parents’ 
signatures the following day. Since the number of participants was limited to 20 
students in Mr. Softball’s class, the first 14 students who returned signed consent 
forms served as participants in this study. 
I chose middle school students (grades seven and eight) because most 
previous studies about student misbehavior were conducted in elementary and 
secondary school levels (Ennis, 1996; Ennis & McCauley, 1996; Fink & 
Siedentop, 1989; Henkel, 1991; Johnson, 1995; Kennedy, 1980; Lesley, 1981; 
O’Sullivan & Dyson, 1994; Paese, 1982). In addition, seventh and eighth grade 
students were scheduled for physical education together in this setting. After the 
participants were chosen, data collection began on the first day of the Fall 
Semester (see Data Collection section for more detail). 
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Entry to the Site 
The following procedures were applied as soon as the site was 
determined. First, I met with the physical education department head and the 
teacher who would be my participant and briefly described the study. After they 
agreed to participate, I met with the principal. During the meeting, I explained 
the study, showed the informed consent documents, and answered questions. 
Once permission was granted, I contacted the teacher to ask him to sign an 
informed consent. We agreed that data collection would begin in the first two 
units, flag football and basketball, at the beginning of the school year in 
September. 
Data Collection 
Data were obtained through (a) shadowing a teacher, (b) critical incidents, 
(c) interviews, (d) videotaping class sessions, and (e) audiotaping stimulated 
recall sessions using the videotapes. 
Phase I: The First Unit at the Start of the School Year 
I shadowed the teacher using the shadowing protocol described below in 
the first unit of the school year. The purposes were to (a) familiarize myself with 
the setting, workplace context, and the teacher, (b) figure out rules, routines, and 
expectations (RREs), and (c) observe some misbehavior incidents. 
Shadowing Protocol 
I followed the teacher every day for the entire two weeks of the flag 
football unit. Mainly I focused on the workplace context for the first day of the 
week and on student misbehavior and how the teacher established RREs for the 
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second day of the week. I arrived early and asked the teacher to describe briefly 
what I would see/observe for that day. I asked if he had any extra tasks beside 
his teaching schedule; if there were plans, issues, events to which I should pay 
close attention; or if he could describe any typical events/classes of the day. I 
observed from the beginning of the day until the end of the day. I focused on 
what the teacher did, when, where, to whom, for what, and recorded information 
in the form of field notes. I formally interviewed the teacher at the end of the day 
using the reflective protocol either for Day 1 shadowing or Day 2 shadowing (see 
below). I talked to the teacher (informal interview) whenever it was appropriate 
and tried not to interfere with his work. 
In the formal interview at the end of each day, I used the questions listed 
below that seemed appropriate based on my observations on that day. Some 
questions were repeated every time I interviewed and some questions were not. 
This interview protocol was used as a guide and allowed me to probe with 
additional questions whenever it was necessary. 
Day 1. Goal: Focused on workplace context (e.g., teacher’s lunch duty, 
bus duty, locker room duty, coaching, whom he saw, where he went) and his life 
in school as a physical education teacher. 
Method: Reflective questions focusing on workplace context at the end 
of the day (audio-taped). 
1. Please describe if today was typical. Why or why not? 
2. What are some particular things about this school that help you 
do your job? 
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3. What are some particular aspects of this school that do not help 
you do your job? 
4. What were the activities (in your job) you enjoyed the most today? 
Why? 
5. What activities (in your job) did you least enjoy today? Why? 
6. Please describe several factors that influenced your teaching 
today. 
Probe: How did each factor influence your teaching? 
7. Ask the teacher to clarify topics in my field notes that need to be 
interpreted by the teacher. 
Day 2. Goal: Focused on how students behaved (e.g., on-task and off- 
task) during the class. Figured out how the teacher presented RREs to students 
(implicit and explicit). 
Method: Reflective questions focusing on RREs & misbehavior at the 
end of the day (audio-taped). 
1. Please tell me if the classes you taught today were typical. Why 
or why not? 
Probe: 1.1-1.5 were asked only for the first time of shadowing 
which focused on RREs. 
1.1 Please describe the general rules you have established for 
the class. 
1.2 Please describe the general routines you have established 
for the class. 
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1.3 Please describe the general expectations you have 
established for the class. 
1.4. What are the differences between your RREs indoors in the 
gymnasium and outdoors on playing fields? 
1.5. How do you present RREs to different grade levels 
(e.g., 7- 8, 9-12)? 
2. What were things that you expected from each class as acceptable 
behaviors? Were these different among classes? Why or why not? 
3. Did all the students behave in the ways you expected? Why or why 
not? 
4. Which class went most smoothly today? Why? 
4.1 What did you do to contribute to that? 
4.2 What did students do to contribute to that? Individually? As a 
whole group? 
5. Which class went least smoothly today? Why? 
5.1 What did you do to contribute to that? 
5.2 What did students do to contribute to that? Individually? As a 
whole group? 
6. Did you make any changes in your planned activities during the 
time you actually taught the class? If yes, what factors caused 
you to change? 
Probe: What did you do? How did the student(s) respond? 
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7. Is there any particular information that you want to add that would 
help me understand you as a teacher who sometimes has to cope 
with student misbehavior? 
8. Ask the teacher to clarify topics in my field notes that need to be 
interpreted by the teacher. 
Phase II: The First Indoor Unit 
I asked students to take an informed consent letter to their parents asking 
for permission for their child to participate in this study. After obtaining the 
permission from parents and students, I used several methodologies as listed 
below to collect data. 
1. Critical incidents (Flanagan, 1954) with students at the beginning of the 
first indoor unit using a behavioral form developed by Supaporn (1996) (see 
Appendix B). See also page 46 for further information about the critical incident 
technique. 
2. Semi-structured interviews, two with the teacher and two with students, 
one at the beginning and one at the end of the unit. For the first interview, I used 
the revised student interview protocol 1 and teacher interview protocols 1 
developed for my field study (see Appendix C). The second interview was a 
follow-up to the first interview. The second interview protocols for students and 
the teacher were developed, pilot tested, and revised after the first interview was 
completed. 
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3. Videotape of the whole 2-week basketball unit class taught by Mr. 
Softball. This class had 20 students. These tapes were used for stimulated 
recall sessions with both the teacher and students. 
4. Stimulated recall with the teacher and students from 4 selected 
lessons. Based on pilot study data, it took approximately 40-50 minutes for each 
videotape review. I previewed each tape to select the portions of tape which 
showed high rates of student misbehavior. Each student and the teacher 
watched each tape individually with me (see stimulated recall directions in 
Appendix D). The stimulated recall sessions were audiotaped for additional data 
analysis. I took brief field notes during these sessions as well. 
Data Analysis 
Since data collection involved 5 different methods, data analysis for each 
source will be discussed separately. 
Shadowing a Teacher 
Descriptive shadowing field notes of the teacher were written and 
expanded in Word 6.0 data files immediately after the completion of shadowing 
each day. Observer comments (OCs) were added to the field notes to help me 
describe the school context, RREs that the teacher established, and student 
behavior. Interview information at the end of each shadowing day was 
transcribed (see interview section for more detail) and filed with other interview 
transcription data. 
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Critical Incidents 
The critical incident technique is used to gather behavioral data about 
situations which have been observed by participants (Flanagan, 1954). In this 
dissertation study, a critical incident was a short segment that I asked students to 
describe in written form about a particular incident regarding misbehavior in 
physical education classes. Results from critical incidents were read, and then 
similar information was extracted from each misbehavior form and grouped into 
categories. For example, in my pilot study Allisa wrote [formatting emphases 
added and explained below]: 
In my 9th grade gym class, we were playing field hockey. 
There was a rule that we couldn’t raise our sticks above our 
shoulders when swinging to hit the ball. The guys in the class kept 
raising their sticks way above their shoulders when swinging and almost 
hitting people in the face. Ms. Emv fa physical education teacherl kept 
telling them not to do so but they kept doing it. 
The first two sentences (in boldface) are a generalization of the incident 
that clarifies the next sentence. Thus, I marked them as “generalization”. The 
third sentence (in italics) is a description about breaking a rule; therefore, I 
extracted and classified it under a “not following the rules” category. The last 
sentence (underlined) was also extracted and grouped with other excerpts under 
a “not complying” category. This extracting procedure was applied for every 
misbehavior form, resulting in a number of similar excerpts in each category. 
These categories were then compared/combined with results from other data 
collecting methods. 
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Interviews 
Each interview was transcribed and analyzed through constant 
comparison with shadowing field notes and stimulated recall transcriptions. 
Constant comparison is a four-step approach which involves scanning the data 
for common categories, classifying common themes, placing the data into 
common categories, and establishing explanations (Glaser & Strauss, 1967; 
Goetz & LeCompte, 1984). 
Videotaping 
Each videotape was viewed and described through field notes focusing 
specifically on student misbehavior incidents. Four out of ten basketball class 
videotapes which showed high rates of misbehavior were selected and used for 
stimulated recall sessions. 
Audiotaping of Stimulated Recall Sessions 
All stimulated recall session audiotapes were transcribed for each student 
participant and the teacher and filed together. Types of misbehaviors, as 
identified by each student and the teacher from each videotape, were charted to 
compare the similarities and differences among all participants. 
Trustworthiness 
In order to insure the soundness of data collection and to limit my 
researcher bias, three methods were used to address trustworthiness. Those 
were member checks, prolonged engagement, and triangulated data sources. 
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Member Checks 
Member checking is a way to provide participants an opportunity to review 
and clarify their points of view that they feel may have been misinterpreted. In 
this study, I returned the interview transcripts to the teacher and students and 
asked them to identify any errors within two weeks. Further, the second 
interview and the subsequent stimulated recall sessions allowed me to clarify 
aspects that were not clear from the previous interview and stimulated recall 
sessions with the teacher and students. 
Prolonged Engagement 
A researcher must be in a setting long enough to learn and understand 
something of the culture as well as to develop the trust of participants (Lincoln & 
Guba, 1985). I had conducted a field study at my dissertation site with grades 
11 and 12 in the previous fall and spring. I had visited the school and observed 
the physical education teachers conducting classes. Since then, I had continued 
to visit this school often during the spring as a visitor from another country 
learning about teaching physical education. All physical education teachers 
were familiar with me and welcomed me to observe their classes anytime. 
During the Fall of 1996 I collected data for this dissertation, thus adding four 
more months to the two years I had already spent at this site. 
Triangulated Data Sources 
Triangulation is a way to improve credibility of findings and interpretations 
by using several sources, methods, investigators, or theories (Lincoln & Guba, 
1985). Since I mentioned earlier that I gathered data using 5 different 
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methodologies, this allowed me to compare and contrast the similarities and 
differences of data produced from each methodology. 
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CHAPTER IV 
RESULTS 
My intention for this chapter is to answer each research question, 
following Doyle’s ecological framework closely. I will describe the school context 
and my participants first, then begin to address each research question. This will 
help readers to have an image about the ecology of this classroom with respect 
to the kinds of misbehavior that happen in physical education classes. 
School Context 
I will take readers with me to visit Champion High School (all names used 
in this study are pseudonyms). After driving north along the main road and 
across the bridge entering Mountain Town, we turn right and continue about two 
miles to the entrance of the high school. There was construction going on at the 
front part of the school and the only parking lot available was at the side of the 
building next to the entrance. We had to park in the visitors’ parking lot and 
enter the building. 
Champion High School (CHS) was a regional high school for five different 
towns. Since the high school age population had increased, CHS has become 
too small to provide an appropriate learning experience for more than 650 
students. The town voted to expand and remodel the school buildings and 
facilities so CHS had been involved in a two-year construction project which 
began in June 1996. During this construction, some real disadvantages 
occurred for physical education, including losing indoor teaching spaces, lockers, 
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playing fields, and equipment rooms (see Figure 4.1). This resulted in changing 
and restructuring the physical education program. 
All physical education teachers planned to adjust and teach in whatever 
conditions they had. They were delighted that they will have better facilities and 
bigger teaching stations in the next two years. They did not mind teaching under 
limited conditions for a couple of years but they were a little worried about how 
they would provide appropriate learning opportunities for students. 
The front part of the building, facing the street, which was shaped like a 
capital “H” was torn down. This part will have four floors with more classrooms 
and resource rooms after the construction is completed. Only one entrance 
remained at the side of the building instead of four entrances in the past year. 
This entrance was just across from the gymnasium and was separated from it by 
a 9-foot wide hallway. 
Opposite the gymnasium were the main office, boys’ locker room, 
technology classroom and the wood shop. The hallway door next to the wood 
shop was kept locked because it led to the construction area which formerly was 
a baseball field, an outdoor volleyball court, an archery range, a hockey field, 
and a football field surrounded by a 6-lane track. The loss of these facilities 
severely restricted the physical curricular offering for students, such as softball, 
and archery. 
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On the left side of the hallway were located the girls’ locker room, a 
cafeteria, the principal’s office, and a nurse’s room before the hallway split. 
There was a general office located inside and at the near end of the cafeteria 
with two secretaries who were always busy answering and transferring phone 
calls to the teachers. The principal and vice principal were always around the 
general office, the main office, in the hallway, and all over the building. 
Most students who came late would have to stop at the main office to get 
a late slip from a secretary who seemed to perform this duty with a non-smiling 
face as part of her routine work. She knew all school rules and policies very well 
since she had observed the vice principal dealing with students who had 
disciplinary problems in this office. It was easy to notice from the gymnasium 
what went on in the main office because its location was directly opposite one of 
the gymnasium doors. 
A red middle school mobile building was shaped like the capital letter “I”. 
The building was new and just finished before school opened in early 
September. Gray lockers were on one side of the hallway. This made the 
hallway even smaller and more crowded when some students used their lockers 
while others walked to classes or chatted with friends. Pictures painted by 
students and certificates of award for academic excellence were also hung on 
both sides of the hallways. 
Middle school classrooms were located on both sides of the hallway. The 
rooms looked very new and the carpets were very clean but learning tools and 
teaching equipment (e.g., tables, maps, television, and so on) were just moved 
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from the high school building. The door in each room was kept closed most of 
the time in order to minimize noise. 
As I walked into the school, I could feel a businesslike environment in 
which students generally do what they are told. Students seemed to comply with 
school rules because there were always some teachers watching over them from 
getting off the school bus in the morning until getting on the bus when school 
was over. Similarly, classroom teachers would take them to the cafeteria during 
lunch, watch them eat, and take them back to the classroom. If any student 
went out of the cafeteria to the bathroom or locker room, they would need 
permission or a “pass” because there were other teachers, whom students 
called “hallway police”, guarding them in the hallway. Anytime I scheduled an 
interview or watched the class videotapes, the classroom teachers would sign 
permission slips for students. I always walked students back to the classroom to 
make sure that they did not get into trouble, such as getting caught in the wrong 
place. They seemed to need a note from a teacher to get to anywhere in the 
school, except when they switched from class to class. 
Number of Students at CHS 
There were 676 students this year, 347 males and 329 females. The 
school board expected the population in middle school grades (7-8) to increase 
in the future while the high school students were more likely to remain the same 
or decrease. One-third of the students at CHS played sports on CHS teams or 
their town teams. As a result, all physical education teachers viewed the school 
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as sports oriented and also perceived that the majority of students liked physical 
education. 
Scheduling Classes 
The school scheduled all classes on a four-day rotation. Beginning at 
8:15, students in each grade would have 5 periods in the morning, 20 minutes 
for lunch, and then two more periods in the afternoon before school was over at 
2:25. Each period lasted 47 minutes, with 3 minutes in-between before the next 
period. Most teachers, including Mr. Softball, usually performed their duties 
seven periods each day (see Table 4.1). 
Table 4.1 Mr. Softball Teaching Schedule from Day A-D 
Time Day A 
period/class 
Day B 
period/class 
Day C 
period/class 
Day D 
period/class 
8:15-9:02 2 PE 9-12 7 PE 7-8 3 PE 9-12 6 HE 7 
9:05-9:52 3 PE 9-12 6 HE 7 4 Prep. 7 PE 7-8 
9:55-10:42 4 Prep. 1 Hall 5 PE 9-12 4 Prep. 
10:45-11:32 1 Hall 2 PE 9-12 1 Hall 5 PE 9-12 
11:35-12:22 5a PE 9-12 3 PE 9-12 2a PE 9-12 la Hall 
12:25-12:45 Lunch 
12:48-1:35 7 PE 7-8 4 Prep. 6 HE 7 2 PE 9-12 
1:38-2:25 6 HE 7 5 PE 9-12 7 PE 7-8 3 PE 9-12 
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General School Discipline Plan 
Misbehavior in physical education must be situated within the broad 
context of the school for behavior boundaries. There was an escalating 
punishment system, written in a CHS handbook, ranging from a detention to 
internal suspension, and finally external suspension. Each teacher could punish 
misbehaving students by giving them a detention. The teachers had to inform 
student(s) one day in advance that they were assigned a detention. Whoever 
had a detention would have to stay after school about one period or 47 minutes 
with the teachers who gave a detention. If students did not stay for a detention, 
they were sent to the vice principal, Ms. Victory. She then would assign an 
internal suspension. Other teachers could not give either internal or external 
suspension, except Ms. Victory and the principal. Other severe misbehaviors, 
such as fighting, could also result in internal or external suspension. Teachers 
could bring students or write a note to Ms. Victory explaining that certain 
students should have an internal suspension and she would make a decision. 
Internal suspensions lasted one day. Student(s) would be sent from one 
teacher to another in an empty classroom. The teacher would supervise 
students who were supposed to sit and study alone in the room. In other words, 
“hall” duty was the time for a teacher to monitor students who had an internal 
suspension. If none of the students had an internal suspension, the “hall” period 
would automatically become a preparation period. Some teachers, including Mr. 
Softball, had hall duties every day. 
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Students were sent out of school from one to several days if they had an 
external suspension. Students would receive an external suspension only if they 
misbehaved in extreme degrees, such as stealing, using drugs, or the like. 
Physical Education Setting 
The small gymnasium was torn down so there was only one main 
gymnasium this academic year. The two doors at the side of the gymnasium 
were kept locked permanently since they connected to the front part of the 
building which was under the construction. There were four doors to get into the 
gymnasium. The two next to the hallway were usually kept closed for safety 
reasons because balls could fly out and hit people in the hallway. The two side 
doors, one opposite the main office and the other opposite the wood shop, 
became the main entrances for students to enter or leave the gymnasium. 
This gymnasium was designed for multi-purposes such as meetings and 
performances with a stage at one end. This stage stored multi-weight stations 
and free weights at the side. Three blue wrestling mats were rolled in the middle 
of the stage and they seemed to be a good spot for students who wanted to talk 
or do a little workout on weight stations. 
Two sets of bleachers at the side of the gymnasium were usually kept 
closed so students had more space to play. All blue walls except the one behind 
the stage were hung with championship flags for various sports, leagues, and 
years (e.g., girls cross country state championship in 1992). This gymnasium 
became the main indoor teaching area and the only teaching space on rainy 
days and during cold weather. Whenever other activities went on in the 
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gymnasium (e.g., town election) during inclement weather, all students who had 
physical education would have a study hall in the cafeteria instead. 
Physical Education Staff 
Three full-time physical education teachers, one female and two males, 
worked cooperatively at CHS. Ms. Wood, a wood shop teacher, volunteered to 
teach one period of physical education in each day. Their teaching 
responsibilities are shown in Table 4.2. 
Table 4.2 Physical Education Teachers and Their Responsibilities 
Teachers Teaching 
Load 
Coaching 
Fall 
Coaching 
Spring 
Teaching 
Experience 
Mr. Softball 1 Prep., 1 Hall 
4 PE, 1 HE 
girls varsity 
softball 
27 years PE 
Mr. Baseball 1 Prep., 4 PE 
1 CPR, 1 HE 
boys JV 
baseball 
4 years PE 
Ms. Hockey 1 Prep., 5 PE 
1 Dept. Head 
girls varsity 
field hockey 
girls varsity 
basketball 
39 years PE 
Ms. Wood 1 Prep., 1 PE 
5 wood 
1st year 
at CHS 
Mr. Baseball, a fourth-year teacher, had taught in another high school for 
one year before teaching physical education at CHS. He always wore glasses 
and although he was somewhat shorter than average, he looked physically fit. 
He taught one high school CPR class, one 7th grade health class, and four 
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physical education classes for grades 7-12. During his preparation period he 
usually went jogging with Mr. Sam, a varsity baseball coach. Mr. Baseball 
coached the boys junior high baseball team. 
Ms. Hockey, who served as department head, had taught at CHS for 39 
years. She has an athletic figure with short, curly hair. She usually wore dark 
colored sport pants in school. Ms. Hockey also coached girls varsity field hockey 
and basketball. As department head she was the only physical education 
teacher who did not teach health classes. She did all the paper work, such as 
ordering equipment and managing the budget. She was always busy with 
training or taking her team to games right after school. She was very well known 
both in school and in town as a successful coach. Her name appeared very 
often in the newspaper sports articles that were posted on the board around the 
school. 
Since it was hockey season during my data gathering, teachers or the 
principal would always have a conversation with Ms. Hockey about how the team 
was doing and whether they won or lost. I never heard anyone ask about her 
teaching. She had one preparation period and one period off to do paper work. 
Ms. Wood was a first year teacher at CHS but she had taught somewhere 
else before moving to CHS. She was slender with long, black, curly hair. She 
looked very active, energetic, and moved rapidly from place to place. She taught 
one high school physical education class each day for Ms. Hockey. I sometimes 
saw her lead aerobics and square dance classes. She usually asked what other 
physical education teachers did for the previous period and she then covered 
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similar information. Her loud voice helped students hear what she said even 
from the other end of the gym. 
Mr. Softball, my participant teacher, has taught for 27 years at the high 
school level (two years in another state and 25 years at CHS). He was a tall 
man, like a basketball player, with short hair. He normally did not wear glasses 
except when he taught a health class. He had a very clear, loud voice so 
students could hear him in both the gymnasium and playing field environments. 
Mr. Softball taught five out of seven periods each day and always had one 
preparation period and one hall duty period. His teaching responsibilities 
included one middle school health class and one middle and three high school 
physical education classes (see Table 4.1). He coached girls varsity basketball 
at CHS for 24 years but decided to quit last year. He also had coached girls 
varsity softball for a short time. 
Data from shadowing field notes and interviews indicated that all physical 
education teachers worked cooperatively and helped each other even before 
anyone asked for help. Because of the lack of space due to the construction and 
the unpredictable weather, they spent extra time providing each other with 
assistance. For example, Mr. Softball usually had the gymnasium and 
equipment set up for the first class, such as volleyball. Mr. Baseball usually 
loaded outdoor equipment in his truck, such as football flags, goals, and balls 
and dropped them at the playing field before the first period started. Another 
example was when Mr. Baseball saw a sticky gymnasium floor because of a 
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spilled beverage from the volleyball game on the previous day, he cleaned the 
floor for Mr. Softball’s first period class. 
Formal meetings for these teachers were very rare but they always met 
each other briefly in the hallway to discuss classes, students, or teaching 
spaces. Teachers usually waited for the students in front of the lockers or in the 
gymnasium at the beginning of class and held students for a few minutes at the 
end of the class before dismissing them. Thus, teachers had a lot of informal 
opportunities to share information with regard to teaching. Some of their 
conversations in the hallway were about students’ behavior. For instance, if 
three students were trouble makers in one activity unit, all teachers would know 
about these students before they began the next unit. 
In bad weather, two classes met in the gymnasium simultaneously. 
Teachers worked collaboratively and modified their teaching by offering students 
two or three different activities instead of teaching the current units. The 
activities could be playing basketball, volleyball, bombardment, and weight lifting, 
depending on numbers of students. There was more playing than teaching 
going on when there were two classes together. The teachers mainly supervised 
the class or refereed the games. Since the gymnasium was designed for a 
single teaching station, there was no curtain to separate the two classes. 
Girls’ and Boys’ Locker Rooms 
There was only one time that I had an opportunity to be in the boys’ locker 
room because usually women or girls could not get into the boys’ locker room 
and likewise men or boys could not be in the girls’ locker room. Mr. Softball 
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brought me to his office in the boys’ locker room during the first week of the 
school. He said that it was OK for me to be there for a while because there was 
no one in the locker room except himself and Mr. Baseball. His office was 
located on the left of the entrance in a clear glass room. There were two big 
tables, one for Mr. Baseball and the other for Mr. Softball. Some equipment, 
such as basketballs and nerf balls were in bags and sitting on the floor. The 
boys’ lockers were mostly on the opposite side of the teachers’ office so that it 
was very easy for teachers to notice what went on while students were changing 
(e.g., students engaging in horseplay). Red and gray lockers belonged to 
students who played sports after school, whereas students who did not play any 
sport had only a small basket with a combination lock. There was a public 
shower area with no curtain at one end of the locker room. 
The girls’ locker room had moved from the torn down part of the building 
to a small space opposite the main office. At the door, there was a big study 
table with four chairs. The walkway was on the right at one end of the locker 
room with a long thin bench in the middle. Three rooms at the far end of the 
locker area included Ms. Hockey’s office. She put her table in one corner next to 
the only window she had. Her typewriter was on the left of the table and the 
telephone was on the right with a pile of her documents in the middle. She had a 
rotating chair next to the table and also a long bench behind her chair. This 
bench was for the girls varsity hockey team when she had a meeting with them 
in the morning or before they left school for the game. She hung team pictures 
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for her many years of successful coaching. Each picture was described briefly at 
the bottom (e.g., hockey state champion in 1990). 
Another room next to Ms. Hockey’s office stored some equipment. The 
last room opposite Ms. Hockey’s office contained red lockers for varsity athletic 
teams. The lockers were bigger than others in this locker room. Beside these 
three rooms, the rest of the space was full of gray lockers and baskets, most of 
them along the wall. The lockers looked clean and well organized but there was 
no rest room or shower area. All girl athletes had lockers while students who did 
not play sports had only a basket and a combination lock. All physical education 
teachers explained that athletes had more belongings to change and store in 
their lockers compared to non-athletic students as the reason for discrepancy. 
Teaching Spaces 
Teaching areas were limited to one gymnasium (previously described) 
and two outdoor teaching spaces, two tennis courts and one small football field, 
which were not situated in the construction arena. The indoor and outdoor 
spaces that the school lost were a small gymnasium, an equipment room, girls’ 
locker rooms, an archery range, a baseball field, an outdoor volleyball court, a 
hockey field, and a huge football field surround by a 6-lane track. The limited 
space had a direct influence on units offered and how the teachers planned their 
teaching for both short term and long term. 
The two tennis courts at the corner of the parking lot were about 80 yards 
from the entrance to the high school building and surrounded by a ten-foot fence. 
The tennis surface was old, uneven, with cracks all over the courts. This area 
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was used for teaching tennis, team handball, whiffle ball, field hockey, and street 
hockey. 
The 40x90 yard football field was situated 3/4 mile from the high school 
building. The only way that students could get there was to walk through the 
parking lot, pass the tennis court, make a right turn, and walk north along the 
street. There was no short cut to get into this field. It took students about 7-8 
minutes to get there by walking and 4-6 minutes by jogging. This football field 
was used for flag football, lacrosse, and soccer units. 
There was an elementary school right across the street from this football 
field. One of their playing fields was slightly bigger than the football field so it 
became a teaching station for CHS physical education teachers whenever it was 
available. 
Class context influenced Mr. Softball to reorganize and teach physical 
education classes differently. CHS was in a two-year construction phase, 
resulting in loss of spaces and facilities for teaching physical education classes. 
Students had less time to learn because they had to travel farther to teaching 
areas for outdoor units. Indoor units were offered in a gymnasium. Two classes 
were together in the gymnasium which made it difficult for the teachers to 
provide appropriate learning opportunities in limited teaching spaces. Although 
the limited space did not have any effect on the basketball unit during my data 
gathering because the soccer class was outside all the time so there was no 
need to share the space in the gymnasium, it had impact on other units during 
rainy or cold weather. 
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Scheduling for Physical Education Classes 
These three physical education teachers usually made long term plans for 
a semester or year. This year, however, because of restricted teaching-spaces 
due to the construction, teachers only did short term planning and activity units 
to be offered each time were decided just a few days before they started. This 
year middle school students (grades 7-8) were divided into three groups. Each 
group with 70-80 students would have physical education every day for 60 days 
and then no more physical education for the rest of the year. Instead of having 
physical education three times a week for the entire year as last year, the school 
board arranged schedules because the middle school population increased. 
Students were excited that they would have better resources and facilities 
for both physical education and other classes. They were looking forward to 
enjoying them. They were disappointed, however, that they had no control over 
the changes of physical education schedules. They preferred to have physical 
education classes two or three times a week for the entire year instead of having 
them every day for one trimester. Hatch stated, “I don’t think it’s right [to set up 
physical education schedule this way].” Meagan added, “It’s kind of sad.” 
Teachers usually offered two units at a time so students could choose the 
activity they liked. Units lasted two weeks for middle school classes and three 
weeks for high school classes. There were only four units offered to the first 
group of middle school students during my study. Each unit lasted about 10 
days and the classes met every day. This group lost some days of their physical 
education classes and spent those times studying in the cafeteria. These times 
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were usually referred to as a “study hall” even though middle school students no 
longer had study hall, according to new state laws. Two weeks of remodeling 
the gymnasium floor; the playing fields were too wet; the gymnasium was used 
for meetings, town elections, and other events; middle school teachers had an 
exhibition; or there was a half day school because of a staff meeting-these were 
events that caused these students to have physical education approximately 44 
days (73% of the allocated time) instead of 60 days. The units offered for middle 
school students during the fall 1996 were flag football or volleyball, soccer or 
basketball, field hockey or team handball, and whiffle ball or street hockey. Mr. 
Softball and Ms. Hockey were teaching grade 7 and 8 at the same time. The 
four units Mr. Softball taught were flag football, basketball, team handball, and 
street hockey, whereas Ms. Hockey taught volleyball, soccer, field hockey, and 
whiffle ball. The whiffle ball unit was supposed to be an ultimate frisbee unit but 
the field was too small so that the teachers switched to whiffle ball. Thus, 
students who signed up for ultimate frisbee would play whiffle ball instead. 
Student Participants 
Overview of Student Participants 
My participants were 14 out of 20 students who signed up for a basketball 
unit with Mr. Softball. Five of them were in 8th grade and nine were 7th graders, 
10 males and 4 females. Their average age till the end of December 1996 was 
13 years old. Most participants chose flag football and basketball which were 
taught by Mr. Softball (except Hatch who had volleyball for the first unit). These 
students loved physical education, rating it overall between 4-5 (1 = least, 5 = 
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most) on a 5-point Likert Scale. The majority of them indicated that basketball 
was one of their favorite sports (see Table 4.3). In order to understand their 
views regarding student misbehavior in a physical education environment, I will 
introduce each participant briefly in the next section. 
Gale 
Gale always walked to the boys’ locker room very fast, changed and ran 
into the gym as soon as he could. Gym was one of Gale’s favorite subjects so 
he was always looking forward to having gym class. He believed that gym class 
gave him a good break from classroom activities. He was short, the smallest boy 
in the class, with short hair. He was full of energy and very active during drills 
and game play. He liked the gym teacher, Mr. Softball, so much that all the units 
he chose were taught by Mr. Softball. 
He usually talked back to Mr. Softball or gave immediate comments. He 
saw himself as responding to Mr. Softball in a friendly way and did not think of 
his responses as inappropriate. For example, he told Mr. Softball to shut up in 
front of the class. He took gym seriously and was really into it when he played. 
In one class when he played defense and chased David, he pushed David into 
the bleachers just to prevent him from making a shot. Physical education was a 
class in which it was easy for students to get away with misbehavior because 
everybody was active and moving around. All kinds of misbehavior distracted 
Gale because he usually watched what happened and did not pay attention to 
what he was doing. He thought that under no circumstances should students 
misbehave in physical education classes. 
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Table 4.3 Demographic Data of Student Participants 
Name Gen 
-der 
Age Grade Units 
Chosen 
Likes 
PE 
(1-5) 
Likes 
BK 
(1-5) 
Sports 
play 
2-3 Favorite 
sports 
Gale M 13 7 FF, BK, 
TH, SH 
5 5 *BK 
>BK 
BB, BK, TH 
Nut M 13 7 FF, BK, 
TH, SH 
4.5 4 >BK FF, BK, BB 
Megan F 13 7 FF, BK, 
FH, WB 
5 5 FH 
>BK 
BK, FH, SB 
Tracy F 13 7 FF, BK, 
FH, WB 
5 4.5 FH 
>BK 
FH, BK, SB 
Nero M 14 8 FF, BK, 
TH, WB 
4 4.5 *SO BK, TH, SO 
Alisa F 13 7 FF, BK, 
FH, SH 
5 5 FH 
>SK 
FH, HZ, SK 
David M 13 7 FF, BK, 
TH, SH 
5 4.5 FB 
>SO 
FB, SO 
Hatch F 12 7 VB, BK, 
TH, WB 
4 2 CC CC, BK, SB 
Mark M 12 7 FF, BK, 
TH, SH 
5 4 FB 
>BK 
IH, FB, BK 
Cam M 14 8 FF, BK, 
TH, WB 
4 3 FB,>BK 
>WR 
FB, WR, BK 
Jacob M 14 8 FF, BK, 
TH, SH 
4 3 - SO, BK, IH 
Dick M 13 7 FF, BK, 
TH, WB 
5 5 CC 
>BK 
BK, BB, FB 
Victor M 15 8 FF, BK, 
TH, WB 
5 3 BB BB, BK 
Pete M 14 8 FF, BK, 
TH, WB 
4.5 3 *BB >BB BB, FB 
BB Baseball BK Basketball 
CC Cross country FF Flag football 
FH Field hockey FB Football 
HZ Horse back riding IH Ice hockey 
SO Soccer SK Skiing 
SB Softball SH Street hockey 
TH Team handball VB Volleyball 
WB Whiffle ball WR Wrestling 
PE Physical Education 
> Will try out for a JV sports team at CHS 
Sports played in town leagues 
Likert Scale 1 = least, 5 = most 
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Nut 
Another small boy named Nut usually wore a hat in both the indoor and 
outdoor units. As soon as Nut came into the gym, he would start shooting the 
basketball as a warm up before the class formally began. He was a quiet 
student who never caused any problem or misbehaved on purpose. When other 
students annoyed him, Nut always kept his hands to himself. He got pushed on 
several occasions while he was shooting around and he got teased by the girls 
but he never fought back. 
Physical education for Nut was something that could be fun. If he did not 
experience enjoyment in the class, he pretended that he had a good time. He 
did not want to ruin his day by not enjoying what he was doing in gym class. He 
wanted to try out for the JV basketball team. Whenever he had a choice of doing 
several things in the gym, e.g., playing volleyball, basketball, or lifting weights, he 
always practiced shooting baskets. In his opinion, students should not 
misbehave because that ruined individuals’ reputations and they could get a bad 
grade. His main ideas for judging misbehavior were whether students swore, 
fought, or cooperated with the teacher. He thought that if students tried to get 
along with their teams and the opposite teams, this would minimize misbehavior. 
Meaqan 
Meagan was someone who always hurried to the gymnasium and shot 
baskets before Mr. Softball started the class. She was the tallest girl in the class 
and loved to rebound. She knew that her height would allow her to perform well 
rebounding. She usually came to the gym with Stephanie, an 8th grader who 
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was on the field hockey team. Megan, a tall athletic figure with long brown hair, 
always wore pants during physical education class. 
Meagan was on the JV field hockey team. She was busy with practice 
and competition after school most of the time. She also played basketball in 
town. Physical education was the class that Meagan always looked forward to. 
She loved basketball and wanted to be a professional basketball player in the 
future. She attended two basketball camps during the summer. Meagan noticed 
that students usually misbehaved during the practice of fundamentals because 
the teacher gave them too much time to practice the same drills. She thought 
that students should not misbehave because that interrupted the class and 
caused them to have less playing time. 
Tracy 
Tracy was another player on the JV hockey team who planned to try out 
for a basketball team at CHS. She had a large frame. She usually did what the 
teachers asked and followed the directions closely. She played soccer, 
basketball, and softball during her elementary years. She always participated 
and played to the best of her ability in all physical education classes. Tracy was 
physically fit because she had been trained on a field hockey team. 
Tracy had positive experiences with physical education classes. She 
loved all sports including basketball; therefore, it was easy for her to find some 
way of entertaining herself so that she never got bored in the class. Tracy did 
not like it when students made inappropriate comments or made fun of her 
performance. She found gym class a great opportunity to get to know 8th 
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graders whom she normally did not see during other classes. She judged 
misbehavior in various degrees from mild to severe depending on what students 
did and when they did it. 
Nero 
Nero was an athletic person who always came to the class early and shot 
around with Victor and Pete. He had played soccer for about 5-6 years in his 
town. He planned to attend a soccer camp this year during the summer. He 
chose the basketball unit over soccer because he knew a lot already about 
soccer. He did not like the fact that he had to change his clothes every time he 
had a physical education class. He played violin so most of his time after school 
was devoted to practicing violin. 
He thought of physical education as a subject that provided an opportunity 
for students to exercise. Nero reported that playing sports with people who did 
not want to play or to try hard made the game very boring. Nero viewed 
misbehaving students as immature. He did not use the teachers’ response to 
judge student misbehavior. Instead, he had his own criteria which were based 
on danger of the misbehavior actions. When students misbehaved, Nero tried to 
stay away from it. He preferred Mr. Softball to be a little more strict. 
Alisa 
Alisa was a slim girl who usually talked a lot during physical education 
class. She was a JV hockey player who planned to try out for a ski or basketball 
team at CHS. She played basketball in her town last year and also did 
horseback riding at home. Even though she was slightly small compared to 
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other girls in the class, she moved very fast. She was very flexible and played 
sports well. 
Alisa was very friendly and loved to talk to people. She usually talked 
back to Mr. Softball in the class but in a friendly way such as “That’s not a good 
call”. Alisa saw school as a place to learn not to misbehave. Physical education 
classes provided her opportunities to learn how to play sports. It was a 
meaningful subject because she could play in the future or get a scholarship to 
go to college. Alisa used the teacher’s statement as a guide for her to identify 
misbehavior incidents. 
David 
David played football after school at CHS. He always wore a nice, clean 
hat during physical education class. He had an athletic figure and played sports 
well. He spoke profane language often. For example, when he tried to make a 
shot, he would swear regardless of whether he made it or not. 
David had positive experiences in physical education classes from 
elementary school until he got into CHS. He was a very active, fast player and 
wanted to participate most of the time. The only time that he did not enjoy 
physical education was when he had to do square dance in elementary school. 
He thought of misbehavior as a distraction and he tried not to get involved. If he 
was in a situation, he would react to misbehaving students differently from case 
to case. He was very quick to figure out where the teacher was so that he never 
got caught misbehaving during physical education time. 
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Hatch 
Hatch had long straight hair so she always presented herself in the class 
with her pony tail. Hatch moved a few times from state to state so that she had 
lots of experience with physical education classes. Her ideal physical education 
class was a class in which teachers gave clear explanations, helped students to 
learn and made everyone engaged in the activities. 
She was on a cross country team. She loved physical education classes 
and wanted to have them two or three times a week all year long instead of 60 
days. She was disappointed that she could not have control over the schedule. 
She used to play basketball and soccer in town during her elementary years. 
Hatch perceived, however, that students were more likely to misbehave in 
physical education than in classrooms because of the competition. Overall she 
was a very respectful and cooperative student who rarely caused any problem in 
the class except for making poor passes during the games. Hatch perceived 
misbehavior as an uncalled-for event that caused trouble for the teacher and 
other students. She thought that most units except volleyball were too 
competitive, and that led students to misbehave when they could not win or do 
well. 
Mark 
Mark was a tall boy with straight hair who sometimes wore a hat in class. 
He was not really big but he played football at CHS and also played ice hockey 
in a town league. Mark was busy practicing football and ice hockey after school. 
He always watched those two sports on TV so he knew most of the rules. He 
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thought that doing drills was boring and led to misbehavior. Drills were 
necessary only for students who did not know how to play the sport. 
He liked physical education classes and enjoyed playing with his friends 
during the classes. Mark preferred the classes in which everyone got involved or 
participated and nobody would have to wait for their turn. Four units for which he 
signed up were taught by Mr. Softball. He perceived misbehavior as a waste of 
time because Mr. Softball had to stop the class to talk to misbehaving students. 
He used the teacher’s statement as a guide to determine misbehavior. Mark 
thought that students should not misbehave in physical education classes 
because that caused them to lose their activity time. After watching the class 
videotapes, however, Mark identified himself misbehaving a few times and some 
of them were so obvious (e.g., climbing the balcony) that Mr. Softball caught him. 
Cam 
It was very easy to locate Cam because he was the tallest boy in class 
who always got the ball on rebounds. He had brown curly hair and the hair on 
his forehead frequently got into his eyes. His height helped him to play very 
successfully under the basketball hoop but he saw himself as lacking certain 
skills, such as dribbling. Cam was flexible but he was not fast nor did he have 
good stamina. He reported himself as out of breath during basketball game play. 
Cam was on the JV football team at CHS and he was looking forward to trying 
either basketball or wrestling in the winter. 
Cam usually talked slowly with a low pitched voice. He was the only 
student who identified misbehavior incidents similarly to me. He liked sports and 
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did not have any difficulty adapting and trying new sports. Cam viewed physical 
education as a free time during the day so that students could play sports and 
get rid of their energy. He liked the fact that there were choices of activities in 
physical education classes. This led him to believe that students were more 
likely to misbehave in the classroom because they had no choice and everybody 
must do what the teachers said. He viewed misbehavior as a continuum ranging 
from low to high degrees. He perceived that students should not misbehave 
during physical education classes because they ruined everyone’s experiences 
and prevented the class from having fun. 
Jacob 
Jacob was born in Asia and came with his father, a doctoral student, to 
the U.S. Last year he was in another state and transferred to CHS this year. 
Even though Jacob was in the 8th grade, he was completely new to this school 
environment. He was full of energy and always had to do something most of the 
time, even when the teacher talked. Soccer was one of the most favorite sports 
in his country; therefore, Jacob always practiced kicking with a basketball when 
Mr. Softball was explaining and giving direction to the class. He was aware that 
he misbehaved by not listening and not paying attention while Mr. Softball was 
giving directions and organizing teams. In all the videotapes we watched 
together, he identified himself as misbehaving a few times, such as kicking the 
basketball and cutting the ball from others. Jacob expressed that in this modern 
life, students used profanity a lot and nobody cared. 
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Physical education was important for Jacob because he needed exercise 
and a good grade. Playing well was important for him because it made him feel 
included when everyone wanted him to be on a team. He did not play any sport 
at CHS but he played a lot of street hockey around his apartment’s playing fields. 
Jacob perceived misbehavior as an interruption because students did not learn 
when someone misbehaved. Ideally, he thought that Mr. Softball could be more 
strict. Practically, he did not want Mr. Softball to be stricter because he had 
enough rigid teachers in his country who sometimes punished him by hitting and 
kicking. 
Dick 
A skinny boy of moderate height who was always very quiet, Dick usually 
entered the gymnasium by himself. He always wore a hat and dressed like a 
basketball player for the basketball unit. He played basketball, baseball, and 
football on his town leagues during his elementary school years. He was on a 
cross country team at CHS and wanted to try out for JV basketball team in 
winter. He performed very well in most physical education classes and expected 
easy, good grades in return. Dick saw drills as an important component for 
people who did not know how to play the sport but as less significant for skilled 
players. Dick had a lot of experience in sports. Thus, in all four units he chose, 
he had not learned anything new yet. 
Even though Dick looked forward to physical education classes as an 
opportunity to socialize with friends, he was always participating in activities and 
rarely spent time talking to friends. Dick viewed physical education as a place 
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where many students could misbehave a lot and get away with it. Teachers 
sometimes did not notice misbehavior because students were always doing it 
behind the teachers’ back. For him misbehavior took up an activity time because 
the teacher had to deal with misbehaving students. As a result, the teacher did 
not pay attention to the rest of the class and did not get the teaching done. 
Victor 
Victor usually wore a striped or red T-shirt and was always shooting the 
basketball before the class started. He had short black hair and a really athletic 
figure. He played baseball in elementary school and he was on the JV team at 
CHS last year. Since he was born in an Asian country and studied some years 
before coming to the U.S., he was fully respectful of teachers and always 
cooperated. He followed directions closely and tried his best in all physical 
education classes. He also wanted to have good grades in physical education 
classes. 
Victor loved to play basketball and always created different rules when he 
played with friends at home. He did not like the rules that Mr. Softball used 
during game play, for example no 3-second zone. He wanted to be with friends 
when he chose the units so he ended up choosing all units together with Pete. 
He saw physical education as a meaningful subject with activities that he could 
do after he got out of the school system and when he got older. He saw a lot of 
misbehaving students being punished in his home country. Therefore, he 
thought that a stronger punishment system would help students to behave. 
Victor saw misbehavior as bad behavior that students should not do. He would 
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tell the teacher if someone misbehaved and tried to stay away from misbehaving 
student(s). He judged misbehavior by whether or not students intended to do 
something wrong. For some events he could not decide whether they were 
appropriate behavior or misbehavior because he could not determine students’ 
intentions. 
Pete 
Pete was a slightly big, heavy, and tall student in the class. He always 
hung around with Nero and Victor both in physical education class and during 
lunch time. Pete always played or shot with Victor if they were not playing in a 
game. He got tired very easily so he usually sat on the bleachers or walked 
around in the gymnasium once in a while just to recover himself. Pete had a 
great memory, and he could recall most incidents, rules, and what happened in 
classes very accurately. 
Pete had a basketball hoop at home but did not practice very much. He 
perceived himself as not very good at playing basketball so he liked doing drills. 
He watched football and basketball on TV so he learned most of the rules from 
TV. For Pete, physical education was a time to run around and meet with 
friends. He learned from parents and schools what misbehavior was. He picked 
up what he was not supposed to do in gym class from things that he or his 
friends got yelled at for doing. His judgment about student misbehavior varied 
from case to case and situation to situation. He thought that small class sizes in 
which all students participated would minimize misbehavior. Ideally, he knew 
when to misbehave and get away with it. Realistically, he got caught most of the 
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time when he misbehaved in the class because he did it in front of the teacher, 
for example, he threw the ball away when he did not like the referee’s calls. 
Summary 
These students seemed to perceive misbehavior as common events that 
happened in most classes. They could easily recall and discuss several types of 
misbehavior, such as swearing and breaking rules. Although these participants 
knew that students should not misbehave during physical education classes 
because it interfered with their learning and interrupted the teachers from 
teaching, some still misbehaved. Individual students had different criteria to 
judge what were considered to be misbehavior actions, and these criteria were 
more likely to be personal perceptions rather than universally held norms. 
The rest of this chapter is focused on perceptions of students and the 
teacher with regard to misbehavior. Data from all sources are analyzed and 
combined to answer the research questions. In order to maintain the flow of the 
contents, results are organized by appropriate topics instead of strictly by the 
research questions. The findings are arranged in four main sections: Mr. 
Softball’s general instructional, social and managerial ecology of the classroom; 
categories of misbehavior; analysis of misbehavior; and reasons for students to 
misbehave. 
Mr. Softball’s General Instructional Ecology 
Mr. Softball’s teaching routines and patterns for middle school physical 
education classes were somewhat similar from one unit to another. Since each 
middle school unit lasted about 10 days, Mr. Softball always spent the first three 
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classes on teaching fundamentals, such as drills and skills. The next two 
classes included half drills and half game play. Finally, the last five classes 
started with one or two drills as a warm up and the rest of the class time was 
devoted to game play. Mr. Softball usually refereed when students were playing 
games. 
Data from videotapes, shadowing and observation field notes indicated 
that there were three typical occasions where students usually misbehaved 
within opportunities facilitated by Mr. Softball’s particular instructional ecology. 
First, during the instructional tasks, particularly game play when Mr. Softball 
refereed the games at one end of the gym, half of the class would shoot around 
on the other three hoops on the opposite end. This made it difficult for him to 
notice what went on and what students were doing on that side. The lack of 
active class monitoring and feedback given to students who practiced assigned 
tasks provided numerous opportunities for students to be off-task and 
misbehave. 
Second, during the instructional tasks when students were playing the full 
length of court, there was very little space left over for shooting. Thus, students 
who were waiting to play would shoot from the bleachers, behind the hoop, or go 
onto the court. The limited space encouraged students to misbehave. 
Finally, during overlapping time for managerial and instructional tasks, 
when Mr. Softball gathered the class and tried to organize teams or give 
directions, students were around him so he did not see whoever was standing 
behind him or was far away from him. There were always certain students 
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kicking, bouncing the ball, or shooting while the class was gathered together. 
The lack of clear rules and routines (as described in the lesson analysis section 
to follow), provided great opportunities for students to misbehave. 
Mr. Softball’s General Social Ecology 
Mr. Softball perceived the significance of socializing with students in 
physical education classes. Socializing helped students like him personally and 
in turn, they were more likely to cooperate and behave in the class. 
Furthermore, Mr. Softball assumed that students looked for opportunities to 
socialize with their friends. Thus, he usually integrated socializing within his 
teaching. 
There were two main occasions when socializing took place in Mr. 
Softball’s classes. First, when students practiced drills, such as shooting and 
passing, in small groups. Mr. Softball always allowed students to group in the 
way they liked so that they could be together with whomever they preferred to 
play. Similarly, when two teams played games, there was always one team who 
shot baskets and that was a time for socializing to take place. Mr. Softball 
himself also viewed the time for shooting and waiting to play games as part of 
socializing. He stated, “The ideal situation would be, OK, go on over there and 
practice your shooting but kids sit down and talk or they shoot around and talk 
with their teammates or the peers. I think that is the time that socializing will 
happen.” Thus, he never attempted to stop anyone from talking or reprimanded 
them for not doing the given tasks during shooting practice. 
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Second, socializing happened before class formally started. Mr. Softball 
was usually in the teaching area, such as the gymnasium or a playing field 
before class time. When students entered the teaching area, Mr. Softball would 
stand in one place or walk around and talk to students. Before class started was 
a free time in which students could do whatever they wanted. Some started 
activities by themselves, such as throwing the ball back and forth, whereas 
others would hang around in their groups and not do anything until Mr. Softball 
signaled to officially begin the class. 
In the basketball unit, most male students entered the gymnasium before 
the female students so they always took all the balls to shoot or play with their 
peers. When female students got into the gymnasium, there were no balls left 
on the bleachers so they ended up talking with friends and waiting for Mr. 
Softball to gather the class. 
Mr. Softball’s General Managerial Ecology 
This section will focus on two main aspects of class management: rules, 
routines, and expectations (RREs) and Mr. Softball’s disciplinary plan. 
Classroom management skills are prerequisites of successful teaching that help 
teachers to gain and maintain student cooperation. Mr. Softball spent time 
during the first two classes at the beginning of the school year establishing his 
RREs. He told students briefly about RREs (as described more fully in the next 
section) and then spent most of the time giving out lockers and baskets with 
combinations. 
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Although Mr. Softball established some RREs to prevent misbehavior, he 
still encountered disciplinary problems which he had to stop. Mr. Softball used 
his own discipline plan to stop misbehaving students. His two strategies were 
simple: telling students to stop or assigning them a detention if they continued 
misbehaving. He did not perceive the necessity of having a variety of discipline 
techniques because he thought most students were well behaved in his classes: 
“Classes that I teach, I don’t think there is a lot of disrupting. I don’t think we 
[physical education teachers] have a lot of big disruptive problems in physical 
education.” 
Rules, Routines and Expectations 
RREs are parts of any teacher’s managerial task system. Effective 
teachers usually establish RREs to prevent student misbehavior and foster a fast 
pace of instructional tasks. As a result, the teacher could briskly present 
instructional tasks without frequently stopping the class which strengthens the 
learning vector. Clear RREs also help students learn to behave appropriately in 
the class. Both the explicit (e.g., changing) and implicit (e.g., cooperating) RREs 
which Mr. Softball established did not fully help students to learn the distinction 
between appropriate behavior and misbehavior. 
Rules 
There were only three main rules that Mr. Softball established for his 
classes (changing, participating, and cooperating). Except for the changing rule, 
the other two (participating and cooperating) were more likely to be expectations 
rather than rules. 
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First, students must change their clothes and wear sneakers during the 
class. Second, they were expected to participate and try hard in the units. 
These rules were the same across all physical education teachers, grade levels, 
and units. Mr. Softball described, 
We go through their responsibilities--what they are responsible for. 
In other words, they got to be changed for class. They got to have 
sneakers. We tell them about if there are any illnesses or medical 
excuses and they haven’t given them to us, then they are required to take 
every class. 
Mr. Softball also introduced his additional rule number three, students 
were expected to be good members of the class and to be cooperative with the 
teachers and classmates. This rule, somewhat subjective and broad, was likely 
to be related to what was considered to be acceptable behavior or misbehavior 
during the class. For instance, after they got changed, they should be in the 
teaching area in 8-10 minutes. Another example was that students should avoid 
making negative comments, especially about anyone’s performance in the class. 
Mr. Softball did not go over all details of what behaviors he referred to as being 
good and being cooperative but he expected students to know. 
All physical education teachers presented rules during the first two 
classes at the beginning of the school year. Since Mr. Softball and Ms. Hockey 
taught two different activities to grades 7 and 8 at the same times, they 
presented rules together. After a few minutes of a brief orientation as a whole 
class, Mr. Softball and Ms. Hockey divided students by gender and took them to 
the boys’ or girls’ locker rooms. Female students learned rules from Ms. Hockey 
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and males learned from Mr. Softball because those rules were presented in the 
locker rooms during the first two classes. 
The consequences of breaking rules were also included. Mr. Softball told 
students that first, they would get a warning for not following rules. If they 
continued doing it, then, they would get a detention from him. Lastly, students 
would be sent to the office and the vice principal would assign them a one-day- 
internal suspension or whatever else might be appropriate. 
Mr. Softball consistently enforced the rules for changing and participating 
for the whole semester. The cooperation rule was broad because it included 
many behaviors and Mr. Softball did not go over all the details of what he meant 
by being cooperative. He thought that students would learn from him and their 
peers as time went on. He described, 
I don’t know if it’s so much how we help them to learn about the 
rules. We make them aware of the rules that they should abide by. And I 
think kids help kids. I think they know what they are doing right and what 
they are doing wrong. And if they are doing something wrong, they 
correct it. I think the more the kids get to know you as a teacher, as an 
individual, you don’t really have to say it a lot. You just have to let them 
know that you know that they are doing something wrong. I just have to 
say their names and look at them. They knew that they were doing 
something wrong and they would stop. I think other kids like peers help 
each other and let each other know if they are doing something right or 
they are doing something wrong. You know, an example might be; come 
on, let’s go, you are getting late. You got to get out for the class. So they 
let each other know. 
The majority of students recalled the changing rule accurately but only a 
few remembered the participation and cooperation rules. Jacob recalled the first 
rule, “Like you have to dress up with shorts and shirts. You got to change or you 
get a detention. You have to wear sneakers. He told us when someone else got 
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a detention when they did not have shorts for. ” Nut mentioned the first and third 
rules, “To cooperate so it’s easier for him. To be changed when it’s time for 
gym.” Hatch summarized all three rules, “You have to wear appropriate clothing 
like tennis shoes, sweats or shorts. Play your best, and don’t do things that you 
are not supposed to do, like talking back.” 
Students indicated that they learned rules from both the teachers and 
peers since the beginning of the school year. In other words, they remembered 
some rules that the teachers told them. If not, they watched their peers and 
followed them. They knew the consequences of breaking rules. Additionally, 
they learned to distinguish between appropriate behaviors and misbehaviors by 
observing Mr. Softball dealing with misbehaving students. Pete recalled, 
“Usually at the beginning [of the year], the first class or the second class, he runs 
all the rules by you and also when he hands out the locks.” Cam commented, 
“He explained to you and eventually you get a feel of how far the teacher allows- 
-what you can do and what you can’t do.” Tracy stated, “Sometimes he told you 
or you find out from other people-eighth graders.” Mark illustrated the 
consequences of breaking rules and how he learned about misbehavior. “He 
probably gives you a first chance and then a detention for a second chance. He 
will tell them not to do any more and second time they did, he probably gives 
them a detention.” 
Mr. Softball held students accountable for dressing appropriately and 
participating with effort since these were the major parts of students’ grades. He 
explained, 
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They are required to change for every class and they are graded 
on that and also their effort. I mean ability doesn’t have a lot to do with it. 
It’s just how hard they try. If they are there all the time, if they are 
prepared all the time, that’s how their grade is. 
Although evaluating effort was somewhat subjective, Mr. Softball had no 
problem judging student’s effort. He stated, “You can tell somebody who works 
extremely hard on trying some things and the kid who does absolutely nothing 
but just stands around and walks around. So lack of effort is easy to see. ” 
Most teachers, including effective teachers, try to catch misbehavior and 
ignore appropriate behavior. Similarly, Mr. Softball rarely responded to 
acceptable behavior, such as following rules. He commented, 
I don’t think you spend as much time watching kids following rules 
as you do observing kids trying to step out of line. It’s easier to see kids 
who don’t follow the rules. I mean for the most part, most kids follow the 
rules. And you don’t really pay a lot of attention to those kids because 
they are doing what is expected of them. It’s the kids who don’t, that are 
more noticeable. 
Routines 
Mr. Softball did not establish many routines for his class. With regard to 
managerial routines, he mainly told students where to get changed, where to go 
after changing, and where to be after they changed back to their classroom 
clothes. What Mr. Softball referred to as routines seemed to correspond with 
rules that he established for classes. He described routines, 
When they come down to class from other classes, they are 
required to put their books on the bookshelf outside the locker room. 
They come in and they have about 7 minutes to change and to get out in 
the gym for attendance. When they are in the gym for attendance 
depending on what the activity is. I mean one of the activities they might 
have 3 or 4 minutes of free time to loosen up or to shoot around whatever 
it may be and then once we get organized into a game situation they’re 
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required to follow the rules of the game. They also have approximately 8 
to 10 minutes to change up and wait outside [in the hallway] for the bell to 
ring to pass for the next class. 
It was very easy for students to recall all routines since they overlapped 
with rules and students usually performed them in every physical education 
class. Students knew that they must change and wear proper shoes (Rule 1). 
This rule corresponded with a routine of where to change and where to be after 
changing. Mark recalled both a rule and routine about changing clothes and 
being in the gymnasium or playing field. He explained, 
You have to change. Sometimes you have to stay in the gym. 
Let’s say if you have whiffle ball you go outside or you go to the place 
where you play. At the end he told you to change out and then you wait 
outside of the locker room until time to leave and you leave. 
Data indicated that Mr. Softball and Ms. Hockey established the same 
routines for their students. These students learned routines at the same time as 
they learned rules. This was during the first two classes at the beginning of the 
school year. Alisa recalled routines during her first day of class in the girls’ 
locker room, she described how Ms. Hockey and her peers helped her to learn 
routines, 
Well, you go into the locker room. You get changed. You go into 
either a gym or to the field to play a sport, whichever sport you are doing. 
If you go to the field, you just stand around the gym coach to see what 
they are going to say or do. And if you go to the gym, you basically do the 
same or you sit on the stage. And then you have your class. And then 
after they talk a little bit, you go back into the locker room and change 
then go to your next class. 
With regard to instructional routines, Mr. Softball’s classes generally had a 
similar pattern. Once students were in the gymnasium or on a playing field, they 
* 
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could start to shoot or throw the ball around or sit and talk to their friends or do 
whatever they felt like doing. Mr. Softball would take attendance at that time by 
checking their names from the attendance sheets. He then would gather 
students and tell them what they were going to do for that day. At the end of the 
class, he sometimes had a closure and sometimes he just told the kids to leave 
the gymnasium. He then would wait at the hallway to dismiss them to the 
classrooms. These routines applied to all the units that he taught. After 
students had him as a teacher for a unit, they would become used to these 
routines. 
There was neither a definite time for changing and entering the 
gymnasium or playing fields nor any consequence for being late. Mr. Softball 
stated that he allowed about 7-10 minutes whereas Ms. Hockey said that it was 
about 5-7 minutes. Students recalled in between 5-10 minutes or as soon as 
possible. Data from shadowing field notes and videotapes showed that female 
students spent more time than males getting changed and into the class. Some 
male students took the same amount of time as females. This was a nonverbal 
negotiation that was likely to happen more often in outdoor units than indoors. 
Mr. Softball noticed that some students tried to push for more time to get to the 
fields. He verbally prompted, such as hustling the last group: “Hurry up, by the 
time you get here, you are going to have 10 minutes to play the games”. In 
addition, he got the class started as soon as the majority of the class was at the 
gymnasium or in the fields. Videotapes showed that sometimes he started the 
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class with most male students and only two females attending, while the rest of 
female students were still in the locker room. 
Mr. Softball’s class rules and routines were generic and most of them 
were about housekeeping routines, such as dressing appropriately and keeping 
their belongings in the lockers. He did not establish several rules and routines 
generally considered necessary for effective teaching. Rules about how to treat 
equipment, getting it, setting up, and putting away or routines about class 
gathering, gaining attention, and how to get and return equipment, for example, 
would help students learn to behave and cooperate better. Mr. Softball’s rules 
and routines that were particularly associated with misbehavior will also be 
discussed in the later “Analysis of misbehavior using Doyle’s ecological 
approach” section. 
Expectations 
These students chose the units that they wanted to do, thus, they entered 
the class with some expectations. Likewise, Mr. Softball held his own 
expectations for conducting physical education classes. Findings indicated that 
students’ and Mr. Softball’s expectations overlapped to a certain extent but they 
were not identical. 
Teacher’s Expectations 
Mr. Softball held two expectations for teaching, learning and participating 
with effort. He stated his expectations to the class at the beginning of the year 
but not many students could recall them correctly. He explained, 
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I think probably two expectations, one is that they try to learn the 
activity whatever it may be. Whatever happens to be rules of the activity 
or some of the strategies of the activity. Two, becomes physically active 
in it. I mean that our jobs as physical education teachers is that they get 
some physical activity, not just standing around. They understand the 
rules of that particular unit. I mean even if you are not going to go on to 
college, you want to know when you go to a football game, you go to a 
basketball game or soccer or badminton match or volleyball match. You 
know the rules so you can enjoy watching it. 
His expectations were the same for all units. He explained, “I think the 
same expectations for all. I don’t think the basketball unit should be any different 
than the badminton or volleyball unit. I expect them to learn the rules of the 
game and I expect them to work hard on the skills of the game. ” 
Mr. Softball did not think that students had the same expectations as his. 
He perceived that students attended physical education classes because they 
wanted to have fun and to socialize with their friends. He stated, 
I think they look forward to, one is socializing with their peers. I 
think that’s the big part of it. I think they don’t have that opportunity in the 
classroom. I think they also enjoy the activity that they choose to 
participate in. Some of them like to show off the skills that they have in a 
particular unit. 
Mr. Softball conducted the classes based on his expectations, which were 
helping students to learn and making sure they all participated. Data from 
shadowing field notes and videotapes indicated that Mr. Softball helped students 
to learn by giving them many drills in each lesson, particularly at the beginning of 
the unit. What all students did for the first three to four lessons was drill practice. 
When Mr. Softball observed, however, that students did not seem to enjoy doing 
drills, he changed his plan from presenting more drills to allowing them to play 
games. What Mr. Softball thought of as students’ expectations (having fun and 
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socializing) seemed to influence his teaching and he tried to accommodate by 
giving students what they wanted so that he could gain cooperation and they 
probably were less likely to misbehave. This negotiation illustrates the 
relationship between the instructional task system and the student social system. 
The learning vector was weakened because Mr. Softball sometimes did not get 
his instructional tasks done as he planned. For example, he mentioned during 
the shadowing interview that he could not keep doing what he wanted when 
students lost interest. He stated, 
Well, I think in flag football class with 7th and 8th grades, I made a 
change. I went over something that I didn’t originally plan. I let them, at 
the end of the class, go against each other for a couple minutes because I 
felt if I kept on going with the fundamentals, I would lose their interest. 
They really want to play against each other so I just adjusted maybe the 
last 10 minutes of class. I let them go against each other. That wasn’t 
normally planned. 
Mr. Softball agreed that students should have “a good time” in his 
physical education classes, but they had to control themselves and behave in 
acceptable ways (another form of negotiation, showing the intersection of the 
student social system with the managerial task system). He commented, “I think 
acceptable behavior is that they have fun but they control themselves to the 
point that they don’t disrupt the class. In the sense that disruption to the class is 
unacceptable.” 
Mr. Softball provided students with opportunities to socialize and have fun 
as long as they performed given instructional or managerial tasks and did not 
interfere with the class. Data from videotapes, interviews, and field notes 
indicated that sometimes Mr. Softball gave more than one task so that students 
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could choose what they wanted to do. He gave implicit instructional tasks with 
no criteria and expected outcomes, such as shooting, so students created their 
own actual task called shooting around. Mr. Softball did not hold students 
accountable for performing the task. He also accepted negotiation so there was 
no risk involved because the task became easy for the students. 
He often encouraged socializing by allowing students to group in the way 
they wanted. In addition, he had broad boundaries for what he considered to be 
acceptable behaviors and did not intervene with a lot of misbehavior that happen 
within a clique. He tended to trade off with students by minimizing learning tasks 
and maximizing “fun” experiences. He could have been more effective at 
delivering instructional and managerial tasks to help students meet their learning 
goals if he had been aware that these students expected to learn and develop 
their motor skills as well as to have fun. 
Students shared their perspectives on Mr. Softball’s teaching in their 
comments that they would like to see Mr. Softball be a little more strict in 
responding to misbehavior incidents. This would help them to learn better than 
having an atmosphere in which a lot of kids ran around and had fun in non¬ 
constructive ways within their own groups. David commented, “He [Mr. Softball] 
doesn’t notice as much of misbehavior and if he does notice, he doesn’t really 
take strict action about it.” Gale added, “I think Mr. Softball could probably be a 
little harder on the kids. Like make them sit down if they start misbehaving. If 
the teacher lets them run around then they probably are going to run around. ” 
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Students* Expectations 
Learning. These students held two main expectations, to learn and to 
have fun in the class. They described their learning in two different ways. First 
was learning new sports in the units that they had not done before. Pete said, 
“learning a new sport, like I never knew how to play team handball. I can learn 
new rules or things that I never knew.” Alisa agreed, “I expect to learn more 
about the sports like I haven’t played street hockey before so I expect to learn 
how to play and be able to go [do] next year.” 
Second, learning new skills or strategies helped students play the sport 
better both in new sports and sports that they had played before. Gale 
commented, “In all gym classes, I expected to get better in sport, to learn about 
the sport. Like if we are doing basketball, I expect to learn more about 
basketball.” Victor add, “You go to gym classes to know how to play sports and 
to be good at it. That can help me later on when I get older. ” 
Meagan illustrated her learning in all units that she was in, 
I learned how to play flag football. I am better at the sports, 
football, that I learned before gym because I haven’t practiced at them. 
Whiffle ball, not really. Field hockey, yes because I watch other people 
when they handle the ball. I picked up some habits from them. Like Jeff, 
his sister does field hockey so he knows how to play very good. He is 
good in field hockey because his sister does it. So I watch him play and I 
notice. And in basketball, I watch while people shoot to see what they did 
and I learn some stuff from that too. Pick up habits from people. 
Students reported that they did actually learn from units that they were in. 
Some learned more than others, depending on the previous background in each 
unit and how they gained motor skills and knowledge. Every student reported 
« 
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that they learned something from the units at that point. Alisa mentioned that 
she learned a lot in the street hockey unit. “I learn a lot. Well, just in two days of 
street hockey, I already learned how to play and I know how to play the game. ” 
Dave shared a similar experience in a different unit. “I learned handball. I never 
played before. I think it’s a really fun game.” Cam added what he learned in the 
basketball unit, “I learned a lot about basketball. I learned more basic skills than 
I knew before. I am improving at dribbling.” Jacob, on the other hand, learned 
very little: “I knew them all. I learn a little but I heard about it.” Cam as a football 
player did not learn anything new in the flag football unit: “I learned a little bit 
about passing and stuff. I didn’t really learn too much that I didn’t know. ” 
Having Fun. Students also expected the class to be fun. They all agreed 
that it was very important to experience having fun in physical education classes. 
Most students reported that they enjoyed all the units that they were in and had a 
good time in this particular basketball unit as well. 
Students suggested ideas to change the structure of the basketball class 
so they could have more fun doing activities. A few students thought that they ail 
should be participating or playing all the time in a basketball unit instead of 
having two teams playing and one team shooting around. Meagan stated, “The 
only thing that I didn’t like that we have 3 teams and one team has to shoot. 
After a while you get very bored.” Pete agreed with Meagan: 
There are some things that I don’t like about basketball class. I 
didn’t like the part, that shooting around. Sometimes you go in there and 
you have the game first. Then the rest of the class you just sit on the 
bleachers watching or shooting. 
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Gale recommended playing small teams such as 3 on 3. He said, 
Basketball is really fun but I don’t think he let us play enough 
games. I think we should have a tournament like 5-minute games with 
three players on each team. With three teams of five, it gets sort of boring 
to play the same team over and over. 
In this basketball unit students connected their experiences of enjoyment 
to the frequency of game play that they had in the classes. The more 
opportunities to play games, the more fun they had in the unit. Hatch and Victor 
summed up this point. Hatch said, “Basketball wasn’t as fun as I thought it 
would be. I didn’t get to participate as much as I thought.” Victor agreed: “I 
don’t have enough time to play because we always have to change groups. This 
group plays the game and my group goes out and we have to wait for about 15 
minutes.” 
Although learning was one of the main expectations that both the teacher 
and students held, Mr. Softball seemed to emphasize students’ participation and 
enjoyment. In fact, he sometimes gave easy instructional tasks and allowed 
students to play more, resulting in weakening the primary learning vector. 
Regardless of what Mr. Softball tried to do to gain students’ cooperation, he still 
encountered some misbehavior events and inevitably, he needed to address 
them. Like many other teachers, Mr. Softball had his own discipline plan for 
handling misbehavior problems. 
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Mr. Softball’s Discipline Plan 
Mr. Softball indicated that he did not see many of the misbehavior 
incidents and when he noticed them, he usually considered how severe the 
events were and then responded to them. He said, 
Well, I think the first thing depending on the seriousness of the 
rules and what they broke. If it’s more severe, then they probably are 
given a detention. If it’s something extreme, then they usually are sent to 
the office to the vice principal. 
He did not have a discipline plan that included a set of escalating 
strategies for addressing misbehavior. What he usually did was either look at or 
talk to misbehaving students: “If there is something minor, I give them a 
warning. If they continue to do it then make them aware that they have a 
detention.” Mr. Softball rarely gave detentions and he never assigned any 
detention without warning students. He explained, 
I try to talk to them and if they are not willing to listen and straighten 
out then I just assign them a detention. I tell them to go and sit on the 
side and they are assigned a detention for the following day. We don’t let 
them participate if they are not going to follow the rules. ... I only give 
detentions to those who deserve it. I mean there is time. I have students 
who we give detentions for misbehaving. We [all physical education 
teachers] give detentions for unexcused absences. We give detention for 
not changing. I mean there is a lot of reasons they can get a detention. I 
don’t think I have given one yet this year for misbehavior. 
I have described Mr. Softball’s general managerial ecology, including 
RREs that he established for class and also his strategies for handling 
misbehavior. In the next section, I will introduce definitions of misbehavior given 
by students and Mr. Softball. Understanding definitions of misbehavior serves as 
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basic knowledge for comprehending how I classify different types of misbehavior 
that the students and the teacher reported. 
Definitions of Misbehavior 
Data from interviews, critical incidents, stimulated recall sessions, and 
field notes showed that all participants self-reported and self identified that they 
misbehaved regardless of whether or not they liked or enjoyed the activities. 
Most participants defined misbehavior as when students were not doing what 
they were supposed to do or were doing what they were not supposed to. Hatch 
stated, “I think misbehavior means not doing something that you are asked [by 
the teacher] to do. Like if you are supposed to do something and you opt not to. ” 
Gale provided examples: “Doing something that you are not supposed to do-- 
anything that they are not supposed to be doing like pushing each other, talking 
back to the teacher, and not paying attention.” Tracy agreed with Gale and 
continued, 
Misbehavior to me means to do something out of turn (not acting 
the way you should be)...When you are doing something that you are not 
supposed to do or say. Like passing the ball and you are talking with your 
friends. You can be swearing, yelling, talking back to the teacher, calling 
each other mean names. 
Many of the misbehavior incidents that students provided regarding “doing 
what they are not supposed to do” clustered around breaking rules. In this 
physical education environment, rules included physical education rules in 
general and activities’ rule (e.g., rules of basketball) in particular. David 
commented, “not following the rules and not doing what you are told to do or 
maybe starting a fight or talking back.” Dick continued, “... to do something 
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against the rules, breaking the rules. They throw the ball around when the ball is 
supposed to be in play.” 
Misbehavior could be physical, verbal, or RRE-related. Regardless of the 
forms of misbehaviors, all seemed to threaten the learning vector because they 
interfered with instructional and managerial tasks. As a result, misbehavior 
prevented students from learning. 
Mr. Softball concurred with students in his descriptions of misbehaviors as 
verbal, physical or RRE-related that disrupted his teaching. 
I think the kid who is disruptive pretty much ruins the class. 
Whether it happens to be verbally disrupting the class by talking a lot or 
by saying the wrong things; or it happens to be physical. It has to be 
running around or pushing kids or things like that. That’s misbehavior. 
That is disruptive to the class and to myself.” 
From his point of view, disruption included many inappropriate behaviors 
such as these instances: 
If we do a basketball unit, misbehavior might be to throw the ball in 
the length of the gym or throwing off the back wall when we try to teach 
somebody else at the other end of the court. They might be running 
around the court chasing somebody. Misbehaving might be giving you a 
comment back if you say something to them. If you say why don’t you try 
this and they make a comment back to you. A disruptive comment. 
Coming in class late all the time. Those are examples of misbehaving. 
Although students and Mr. Softball held different definitions of 
misbehavior, they concurred that misbehavior took three different forms: verbal, 
physical, and RRE-related. They also agreed that misbehavior interfered with 
the class environment, making it difficult for the teacher to teach and for students 
to learn. Misbehavior competed with the learning vector when the teacher had to 
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deal more frequently with managerial tasks (e.g., addressing misbehaving 
students), thus reducing everyone’s attention to the instructional tasks. 
What Students Do When They Misbehave 
Data from all sources were combined and classified as common to three 
major categories: verbal, physical, and RRE-related, as shown in Table 4.4. 
Since there were many sub categories of misbehavior incidents, I will highlight 
only four examples because these recurred in many observations in most of the 
physical education classes taught by Mr. Softball and because students also 
identified these categories frequently: using inappropriate language, talking, 
fooling around, and not listening. 
Table 4.4 Categories of Misbehavior Identified by Students 
Physical Verbal RRE-related 
Fooling around Fooling around Not listening 
Wandering around Talking Not changing 
Shooting from the bleachers Yelling Not participating 
Walking on the bleachers Criticizing peers Being late 
Hanging on a basketball 
hoop 
Using inappropriate 
language 
Skipping physical 
education classes 
Using equipment 
inappropriately 
Arguing with the 
teacher 
Not following 
directions 
Leaving the gymnasium Breaking class rules 
Sitting on the sideline Not paying attention 
Throwing the ball at others 
Pushing/hitting 
Kicking/fighting 
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Misbehaviors Highlighted by Explanations in the Text 
Using Inappropriate Language 
Participants reported that students in Mr. Softball’s classes used profane 
and inappropriate language. Meagan stated, “A lot of people were swearing in 
gym class. Probably everyone said so much so he [Mr. Softball] didn’t care 
much any more.” Cam added, “It’s the kind of thing [inappropriate language] 
that has been said a lot and most students don’t care. It’s not physical but it’s 
not the kind of thing that should be said, anyway. It’s not proper language. ” 
Mr. Softball indicated that he did not want students to swear. When he 
heard a student say “What the hell” on the videotape, he commented, “It’s not 
acceptable. I mean if things like that are said, you have to correct people for 
saying it.” Realistically, my field notes showed that students used considerable 
inappropriate language during his classes without teacher correction. I only 
observed him look students in the eye a few times but my field notes never 
indicated that he tried other ways to stop students from using inappropriate 
language. Data from my shadowing observations during the earlier flag football 
unit corresponded with data that students reported in that Mr. Softball never 
verbally addressed inappropriate language; he only stared at students. Some 
students thought that he did not care or he might hear too much so that he did 
not want to say anything about it. Alisa wrote on the critical incident form, 
Somebody [Stephanie] tripped playing basketball and said “F- - k”. 
I think that she said it because she was angry that she lost the basketball 
because she tripped. The gym teacher [Mr. Softball] didn’t do anything 
even though he heard her say the swear. He just looked at her as if he 
were saying, “don’t do that again”. 
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Although Mr. Softball did not attempt to stop students from swearing, the 
majority of students still perceived it as misbehavior. Dick commented, “You are 
not supposed to swear. I don’t think the teacher heard, or he heard but he didn’t 
care. There is nothing big.” Hatch stated, “People say that [swearing] a lot. I 
kind of get used to hearing that stuff.” Jacob added, “It is misbehavior because 
you are not supposed to swear. Nobody cares. The teacher maybe heard that. 
Mr. Softball doesn’t care.” 
Although Mr. Softball reported that he did not want students to use 
unacceptable language, he did not take action. He also never spoke to the class 
about this matter. The ambiguity around this issue and his lack of response led 
students to assume that he did not care about profane language. Thus, they 
continued to swear because there were no negative consequences for doing so 
within Mr. Softball’s discipline plan; his managerial ecology essentially ignored 
inappropriate language, allowing it to continue and perhaps even to flourish. 
Talking 
Talking in Mr. Softball’s classes could be classified as either a 
misbehavior or as a natural part of the student social task system, depending on 
when it happened. If students talked when they were not supposed to, this was 
considered misbehavior, but Mr. Softball did not always view talking as 
misbehavior if it did not interfere with his teaching. He explained, 
I don’t mind as long as it [talking] doesn’t distract on what we are 
trying to do. I think you have to take that on individual cases. I think on 
certain kids, as long as it doesn’t bother the kids who are involved in the 
activity. It doesn’t distract them from what they are trying to do and from 
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what I am trying to teach. They know what is going on in the class, then I 
have no problem with [talking]. 
His statement implied that the concrete boundary of talking as 
misbehavior could not be determined because it depended on who talked, when 
it happened, and how it affected that student and others. These conditions 
needed to be taken into account. 
Talking happened more often during managerial tasks, such as changing 
in the locker room and transitioning from the locker to the gymnasium or playing 
fields. Nut said, “Well, sometimes [we talk] when we are in a locker room 
changing and on the ways in and out.” Cam stated, “In the locker room and in 
between classes when you go to the gym and when you are leaving”. 
Inevitably, some students talked while Mr. Softball was explaining and 
giving directions for instructional and managerial tasks. Data from my 
shadowing and observation field notes showed that students sometimes talked 
when they were not supposed to be talking. During small group practice of 
instructional tasks in flag football, for example, some students ran back and forth 
between groups just to talk to their friends, completely disregarding practice of 
the instructional tasks. In the basketball unit, several students sat and talked 
when Mr. Softball asked them to shoot around. These students, therefore, 
nonverbally pushed his instructional task boundary until it became clear that they 
were allowed to either sit and talk to their friends or shoot baskets. Some 
students shot around most of the time, whereas others shot a few times but then 
sat and talked to their friends. Their nonverbal negotiation seemed to be 
accepted by Mr. Softball in that he never stopped anyone from sitting, talking, or 
doing things not related to basketball. 
Fooling Around 
Fooling around was a category that most students mentioned, gave 
examples of, and referred to often on their critical incident forms, during the 
interviews, and in stimulated recall sessions. Experiences that they described as 
fooling around were clustered around not complying with managerial and 
instructional tasks. For instance, Victor stated, “If the teacher tells the class to 
play like by the rules but the students don’t go by the rules”. Dick added, “Let’s 
say there is a rule that no talking or something and they start talking. No 
pushing, they just break that. They wouldn’t do it. They won’t follow the rules ”. 
In addition, participants explained when students did not perform 
instructional tasks. Meagan, for example, wrote on her critical incident form that, 
“About two weeks ago someone [Stephanie] on my flag football team in gym 
started goofing off. She wasn’t doing any of the drills that Mr. Softball asked us 
to do.” Nut shared a similar experience in a basketball unit: “Like they are 
supposed to play basketball and they are not playing. They just fool around ”. 
When Alisa threw the vest to Mr. Softball, she categorized this behavior 
as messing around: “I didn’t go over to give the shirt to him. I threw it at him 
instead. I wasn’t meaning to do it, because I like Mr. Softball. I think I was just 
fooling around and throwing it.” 
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Mr. Softball thought of fooling around as horsing around. For example, 
when Jeff was kicking, pushing, hitting, or throwing the ball at Stephanie, Mr. 
Softball commented, 
I don’t think any of them were disrupting because they didn’t want 
to play in the game, but they are not doing anything that lends to the 
class. They are just horsing around. I don’t think it’s disruptive of what I 
am doing down that end. They are not getting anything out of the class 
because they are not doing anything. ... It’s not affecting anybody but it’s 
a sense of misbehavior because they are not doing what they should be 
doing. They should be doing something that pertains to basketball which 
they really aren’t. They are just horsing around. I don’t think it’s a major 
thing. I think if I saw it, I probably would have made some sort of 
comments. 
It was clear that Mr. Softball did not see many incidents that he called 
“horsing around” (see later section analyzing Lesson 4), so that he did not 
respond to them. In contrast, many students thought he saw but did not take 
actions because they did fool around many times. Therefore, many students 
thought they probably had not misbehaved because they did not get into trouble, 
thus, adding another (perhaps more subtle) dimension to ways students thought 
of misbehavior in Mr. Softball’s classes. 
Not Listening 
Students were aware that they were supposed to be listening when Mr. 
Softball gathered and talked to the class. Data from videotapes and shadowing 
field notes showed that “not listening” happened in every class taught by Mr. 
Softball. 
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When students did not listen to the teacher, they substituted a variety of 
activities. Gale gave an example of students cheerleading when they were 
supposed to be listening: 
They [a group of four students] should be listening to what Mr. 
Softball said and watch the other people so that they get the idea of what 
they are supposed to be doing. But they are singing a song. They kept 
cheering till their turn to do the 11-man [person] drill. 
Not listening was a kind of misbehavior that students did frequently in 
class without receiving any punishment. Meagan reported several occasions on 
which students continued shooting instead of gathering with others and listening 
to Mr. Softball’s directions: 
Jeff [was] sort of misbehaving because he was just shooting 
around and doing what he wanted to. He should have been listening to 
Mr. Softball, what he had to say. The teacher didn’t see him because he 
was talking to us and he wasn’t looking around the room. 
Mr. Softball did not see the incidents during the classes but he noticed 
when watching the videotapes. He commented, “He [Jeff] had a tendency to do 
his own thing while I was talking to the rest of the group. He did it last time we 
[Mr. Softball and I] saw the films [videotapes].” 
When some students misbehaved by not listening, they might or might not 
interfere with the class, depending on what they did and when they did it. Most 
students reported that some students were always shooting and bouncing the 
balls when they should be listening. This made it difficult to hear the teacher. 
Alisa stated, “A few people were bouncing the ball around and I think they 
should probably be listening to what the teacher was saying. It may affect the 
class because if they are bouncing their balls, other people can’t hear. ” Dave 
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added, “People are bouncing and shooting around when Mr. Softball gathers 
them at the middle. It distracts people who are listening and they can’t hear 
what Mr. Softball says or it could get Mr. Softball mad and start yelling at them.” 
A Continuum of Misbehavior 
Data from stimulated recall and interviews indicated that these 
participants usually based their designations of misbehavior on particular 
contextual details. They took into account what misbehaving student(s) did, how 
it affected other students or the teacher, and how the teacher responded to the 
incident as an ecological whole. There were no clear rules or universal norms of 
how participants, including the teacher, classified the severity of misbehavior. 
Students’ Views of the Misbehavior Continuum 
These students viewed misbehaviors as occurring along a continuum 
ranging from acceptable behavior, through in-between (misbehavior and 
acceptable behavior), low, and medium, to high severity of misbehavior (see 
Figure 4.2). 
Dick, for instance, provided examples of all degrees of misbehavior along 
this continuum. When he saw Jeff hit Stephanie in the stomach and then threw 
the ball at her (Table 4.5, Events 10, 11), he commented on those as acceptable 
behaviors: “I don’t think they misbehave. They were just fooling around. They 
were not doing anything bad. Not really affect anyone in the class. ” 
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Acceptable behavior —-> Misbehavior 
Figure 4.2 A continuum of misbehavior 
For Dick and other students, fooling around could be classified as either 
an acceptable behavior or a misbehavior, depending on the particular action, 
whether the person got into trouble or not, and the specific circumstances in the 
action. Dick identified several incidents between Stephanie and Jeff as fooling 
around but not misbehavior. He explained, 
They were just fooling around. Depends on if you are doing it and 
you get into trouble or you are doing it to be fun. Fooling around with your 
friends and fooling around to get into trouble is different. Jeff and 
Stephanie were fooling around with friends and not to get into trouble. 
Fooling around when you are not supposed to be-that’s when you get into 
trouble. Depending on what the time is, when you are doing it. If you are 
fooling around on someone else’s time while they are talking, that was 
misbehaving. If you are fooling around when you can be fooling around, 
that’s not misbehaving. 
Both Dick and Jeff were on CHS’s cross country and basketball teams 
and were friends. Also, Dick knew that Jeff and Stephanie were in the same 
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clique; they were usually playful with each other by pushing, hitting, and kicking. 
These might be the reasons that Dick did not classify these incidents as 
misbehavior. Unfortunately, neither Jeff nor Stephanie participated in my study 
so there was no direct information concerning how the two students viewed 
themselves. 
Second, Dick illustrated a behavior classified as in-between acceptable 
behavior and misbehavior when he saw Eric shoot from behind the hoop (Table 
4.6, Event 21). He commented, “I don’t really think he is misbehaving as much 
because he wasn’t interfering or anything. It wasn’t affecting anything. ” 
Third, Dick noticed that Jacob ran through the court while two teams were 
playing (Table 4.7, Event 2). He commented, “I don’t think he meant to do 
anything bad. He just forgot that everyone is playing. He misbehaved in a low 
degree.” 
Fourth, Dick classified as a medium degree of misbehavior the time he 
saw Jeff and Jacob kept shooting and not listening while Mr. Softball was talking 
to the rest of the class (Table 4.7, Event 5). He explained, “I saw a few students 
who didn’t come to the middle. They kept shooting while Mr. Softball is talking. 
They misbehaved to a medium degree.” 
David had different ideas when he saw this same incident; he categorized 
it as in a somewhat low degree. He said, “They are kind of misbehaving 
because they are not paying attention and following the directions of the teacher. 
It distracts people who are listening and they can’t hear what Mr. Softball said. ” 
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Table 4.5 Misbehavior Incidents that Participants Identified from the Videotape of 
Lesson 4 
E Event G N M T N A D H M C J D V P S % 
P a u e r e 1 a a a a a i i e 0 
1 1. Jacob cut before X X 13 
turn / / 
2. 4 girls cheering X X 13 
/ / 
2 3. Jacob & Steph X X X X X X 40 
not listening / 
4. Dave & Cam X 7 
played with golf 
balls 
/ 
3 5. Steph kicked a X X 13 
ball from Tim’s 
hand 
5 6. Pete sat on the X X X 20 
bleachers / 
7. Gale pushed X X X X X X X X X X X X X X X 100 
Dave and Dave 
hit him with a hat 
/ / ? / / / / / / / / / 
8. Tim pushed X X X X X X X 47 
Steph / 
9. Jeff kicked Steph X X X 20 
10. Jeff hit Steph X X X 20 
11. Jeff threw the X X X X X X X X X X X 73 
ball at Steph / 
12. Jeff pushed X X X X X 33 
Steph 
13. Jeff threw the X X X X X X 40 
ball at Steph / / / / 
6 14. Jeff threw the X X X X 27 
ball at Steph 
15. Jeff & Steph X X X X X X X X X X X X X X 93 
not listening ? / / / / / / 
16. Jacob kicked X X X X X X X X X X X 73 
the ball / / / / 
Percentage (%) 3 3 5 6 1 4 1 4 5 5 2 1 3 4 5 
8 8 6 2 9 4 2 4 6 0 5 9 7 4 0 
Ga ... = Abbreviations for students’ names (See Table 4.3 on page 68) 
So = Mr. Softball 
EP = Episode 
x = A student identified event(s) as misbehavior 
xJ = A student saw the incidents while he/she was in the class 
? = A student was not sure if he/she saw the incident 
no 
Table 4. 6 Misbehavior Incidents that Participants Identified from the Videotape 
of Lesson 10 
E Event G N M T N A D H M c J D v p s % 
P a u e r e 1 a a a a a i i e 0 
1 1. Jacob kicked X X X X X X X X X X X X X X X 100 
Mark / / 
2. Eric tripped Jacob X X X X X X X X X X X X X X X 100 
/ / 
3. Pete & Nero X X X X X X X X X X X X X 87 
pushed each 
other 
/ / 
4. 3 students kicked X X X X X X X X X X X X X X X 100 
each other / / / / / 
2 5. Cam twisted X X X X X X X X X X X X 80 
Scott’s arm / / / 
6. Jacob kicked a X X X X X X X X X X ? X X 80 
basketball / 
7. Nut kicked a X X 13 
basketball / 
3 8. Beth & Emily left X X X X X X X X X X X X X X X 100 
the gym / / / 
9. Gale threw the X X 13 
ball in the court / 
10. Jacob ran X X X X X X X X X X X 73 
across the court / 
11. Mark kicked a X X X X X X X X X X X X X X 93 
basketball / / / 
4 12. Jacob threw the X X X ? X X X X 47 
ball at Eric / 
13. Eric threw the X X X X X X X X X X X X X X X 100 
ball at Jacob / ? / / / / / / 
14. Jacob kicked X X X X X X X X X X 67 
a basketball / / ? ? / 
Ga ... = Abbreviations for students’ names (See Table 4.3 on page 68) 
So = Mr. Softball 
EP = Episode 
x = A student identified event(s) as misbehavior 
x/ = A student saw the incidents while he/she was in the class 
? = A student was not sure if he/she saw the incident 
Continued, next page 
in 
Table 4. 6 Continued 
E Event G N M T N A D H M C J D V P S % 
P a u e r e 1 a a a a a i i e 0 
5 15. Dave threw the X X X ? X X X X X X 60 
ball in the court 
16. Steph took a X X X 20 
ball from Emily / 
17. 3 girls played X X X X 27 
with a volleyball / 
18. Mark climbed a X X X X X X X X X X X X X 87 
balcony / / / / / ? 
19. Eric shot in a X X X X X X X X X X X X 80 
playing court / / / ? ? / 
20. Nero threw the X X X X 27 
ball at Dave / 
21. Eric shot behind X X X X X X X X 53 
the hoop / / 
22. Dave shot from X X X X X X X X X 60 
the bleachers / / 
23. Jeff served a X X X X X 33 
volleyball 
24. Jeff kicked off X X X X X X X X X X X X X X X 100 
a volleyball / 
6 25. Alisa threw the X X X X X 33 
vest to Mr. So 
Percentage (%) 6 6 6 7 7 7 3 6 6 7 8 5 6 6 7 
0 0 8 2 2 2 2 8 4 6 0 6 4 0 6 
Ga ... = Abbreviations for students’ names (See Table 4.3 on page 68) 
So = Mr. Softball 
EP = Episode 
x = A student identified event(s) as misbehavior 
x/ = A student saw the incidents while he/she was in the class 
? = A student was not sure if he/she saw the incident 
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Table 4.7 Misbehavior Incidents that Participants Identified from the Videotapes 
of Lesson 5 and 6 
Events G N M T N A D H M C J D V P S % 
a u e r e 1 a a a a a i i e 0 
1. Some students X X 13 
did not listen / / 
2. Jacob ran around X X X X X X X X X X X X X X 93 
/ / 
3. A boy said “What X X X X X X X X X X X X X 86 
the hell” / / / / 
4. Pete wondered X X X X X 33 
around / 
5. Jeff and Jacob X X X X X X X X X X X X X X 93 
did not listen / / ? / 
6. Jacob did not X X X 20 
listen to Mr. So 
7. Pete kicked the ball X X X X X X X 47 
from Nut’s hand ? / 
8. Scott pushed Nut X X X X X X X 
/ 
X 53 
9. Pete sat on the X X 13 
bleachers / 
10. Scott pushed Nut X X X X X X X X X X 
/ 
X 73 
11. Pete threw the X X X X X X X X X X X X X X 93 
ball away / / ? / / ? / / / 
12. Mark shot from X X X X X X X X 53 
behind the hoop 
13. Scott threw the X X X X X X X 47 
ball in the air ? / / / 
Percentage (%) 2 3 5 8 7 6 3 5 8 6 3 5 6 3 6 
3 1 4 5 7 9 1 4 5 9 1 4 9 8 1 
Ga ... = Abbreviations for students’ names (See Table 4.3 on page 68) 
So = Mr. Softball 
x = A student identified event(s) as misbehavior 
yj = A student saw the incidents while he/she was in the class 
? = A student was not sure if he/she saw the incident 
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Finally, the greatest severity of misbehavior could be any kind of fighting 
or any actions that could lead to fighting. This was the only degree of severity 
that most students seemed to agree upon in identifying misbehavior. For 
instance, when Eric tripped Jacob (Table 4.6, Event 2), it was clear to Dick that 
this was a high degree of misbehavior: “That’s just because Jacob tried to kick 
him [Eric], so it’s retaliation. I think Jacob got hurt. I saw it. Jacob got hurt and 
he can get mad at Eric.” Victor explained further, “Eric tripped Jacob. This 
happens all the time because in the class Eric always picks on Jacob. I know, I 
am in his class. He meant to do it. It’s not an accident. Jacob can get very mad 
and had a fight with Eric.” Jacob himself said that he was hurt and tried to hit 
Eric back: “Eric kicked my ankle. That hurts. I was barely [able to] walk. He did 
it a lot to me but I did it back. He thinks he’s cool.” 
Dick and other students seemed to determine the severity based on 
whether other student(s) got hurt by misbehaving student(s) and whether they 
broke the rules, for example, by not listening. Some students based their 
judgment about the severity of misbehavior on how the incidents would affect 
others or the class. They were more likely to place the incidents at high degrees 
of severity if someone had been hurt. Although students realized that all 
misbehaviors were not at the same levels of severity, there were neither clear 
boundaries among degrees of misbehaviors across all students nor consistency 
for each student across all misbehaviors in how he/she categorized them. 
* 
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The Teacher’s View of a Misbehavior Continuum 
Mr. Softball also agreed that some misbehaviors were more severe than 
others: “You sort of have to classify different degrees [of] what misbehavior is. I 
mean misbehavior can include a whole bunch of things.” Whether or not and 
how he was going to respond to misbehavior incidents depended on his 
judgment of the severity as well as how the incidents affected the primary 
learning vector of the class. 
Regardless of the severity of misbehavior, each instance interfered with 
the teaching and learning vector. Some incidents disrupted what other students 
were doing, others took the teacher’s time away from presenting or monitoring 
his instructional and managerial tasks. The more misbehavior incidents that 
happened in the class, the less likely the teacher would be able to deliver the 
lessons in a smooth fashion. 
Analysis of Misbehavior Using Doyle’s Ecological Approach 
In Mr. Softball’s classes, misbehavior happened within all three main task 
systems, instructional, managerial, and social. These three task systems 
overlapped with each other and misbehavior could happen within all systems as 
shown in Figure 4.3. Thus, it is necessary to contextualize misbehaviors by 
situating instances within these task systems. 
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Figure 4.3 Misbehavior within the three task systems of the classroom ecology 
I will analyze stimulated recall sessions of Lessons 4 and 10 (see Tables 
4.5-4.6) on pages 110-112. Although each lesson included all three main task 
systems (instructional, managerial, and social), I will analyze Lesson 4 by 
specifically focusing on the instructional task system and Lesson 10 by 
emphasizing the managerial task system. To avoid repetition, any similar 
instructional or managerial aspects that occurred in both lessons will be 
discussed only once in this analysis. 
According to Doyle’s ecological approach, classroom events, including 
misbehaviors, should be viewed within their context. Thus, I will describe some 
details regarding what went on in these lessons to help readers understand the 
broad context of when misbehavior happened, what it was, who misbehaved, 
and what might cause students to identify misbehavior incidents differently. 
Since each lesson lasted from 35 to 40 minutes, I will organize them 
around episodes, each of which was a distinct part of the lesson. All episodes 
are in sequential order, starting from the beginning to the end of the lesson, and 
some episodes are longer than others. Transitions were considered natural 
breaks around instructional and managerial features of the lesson. Transition 
refers to a period of time that a teacher switches concentration from one task to 
another (Siedentop, 1991). Thus, major transitions from one instructional or 
managerial task to another were the key features for distinguishing each 
episode. Episodes will be presented separately, followed by the analysis of 
misbehavior incidents in the lesson using Doyle’s ecological model. The length 
of each episode is illustrated in parenthesis (e.g., 7:30 minutes). 
Misbehavior Incidents During Lesson 4 
This entire lesson lasted about 29 minutes and consisted of 6 main 
episodes. Students identified 16 misbehavior incidents as shown in Table 4.5. 
The lesson did not formally begin when students entered the gymnasium. Some 
started to talk within their groups while others shot baskets with their friends. Mr. 
Softball waited until most students attended the class. He then stood in the 
middle of the gymnasium and began the lesson. 
Episode 1 (7:30 minutes) The 11-Man [sic: 11 Personl Break Drill 
Misbehavior Events 1 and 2 happened during this episode. Mr. Softball 
said loudly to the class, “Let’s get into the positions that we did last time.” 
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Students started to run around and get into 4 lines like they did yesterday. He 
continued, 
Remember what we did last time. Two people under the basket, 
two here. Get two people on the side. OK let’s use that ball. Put the 
other basketball up on the side [of the bleachers], please. Now I need 3 
people on offense. Jacob-one, Mark-two, and three here. OK put the 
ball up on the side. Put it on the bleacher. Now remember the first 
person in your groups on the side because the person is going to be 
going down on the right. You rebound, pass it out before and follow this 
part. The person who gets the outlet will dribble to the middle. This is 
called the 11-man break. It’s a good warm up when you start the game. 
OK let’s try it. 
Although students did this drill briefly during the preceding lesson, they did 
not understand how to do an 11-person break drill. They did not remember what 
to do, nor where to go. Mr. Softball kept prompting and reminding them what to 
do, how to do it, and so on. Most of the comments Mr. Softball gave were 
directions. For example, Mr. Softball said to Alisa and Mark: “Rebound, outlet, 
dribble, Alisa. Stay with it. Rebound, outlet, Mark .... Go behind her, dribble to 
the middle.” He then stated to Eric and Nero, “Outlet, Eric, dribble to the middle. 
No, Nero, you are back here. Where are you going? The only time you run 
down is if you are in the side or you get the rebound. ” These kinds of comments 
went on for the entire duration of this drill practice. It was clear that most 
students did not understand the drill even while they were doing it. Hatch 
corroborated students’ lack of understanding about this learning task during her 
interview, 
I’ve never done 11-man break and he didn’t explain it. He [Mr. 
Softball] just expects you to know it. I don’t think that’s right because I 
have no clue how to do that. I just figured it out. I think some of the 8th 
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grades know how to do that already and he just expects me to know and I 
don’t know. 
Episode 2 (1:25 minutes) Team Organization 
Misbehavior Events 3 and 4 happened during this episode. Mr. Softball 
blew the whistle and organized teams for free throw shooting. He said, “OK 
now, at this hoop over here, I want Jeff, Beth, Cam, Gale, David. That hoop over 
there, I want Scott, Emily, Pete, Beth, Nut, Dick ... ” He divided students into 
three groups and each group stayed around the hoop. He then started giving 
directions. 
Episode 3 (3 minutes) Free Throw Practice 
Misbehavior Event 5 occurred. Mr. Softball explained the directions. He 
stated, 
What I want you to do is to get to the foul lines. Have two people 
around the side like you are rebounding. Put that ball up please. Pete, I 
just told him to come here. OK, now all the way around the lines. We 
better do just 3 or 4 minutes. You are going to practice your shooting. 
Right here Dick. It doesn’t matter what ball you use. Just take one shot 
and rotate around. That is how you can practice that and when you are 
done with that I’ll let you break up into your game situation like you did 
yesterday. OK, go ahead. 
Mr. Softball kept talking after students already started and added that he 
expected students to do the task correctly and he wanted students to practice 
twice. He said, “... Take your time, help each other out. Make sure you use 
your legs when you shoot so you get a nice arc on the ball when you shoot. Let 
me know when you have gone through twice.” He then commented when most 
students shot with no arc. He added, “Remember what I said. I said to 
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concentrate and work on getting it up in the air so it’s not hitting the backboard 
first.” 
Episode 4 (31 seconds) Gathering and Offering Two Tasks 
No misbehavior happened during this episode. Mr. Softball gathered the 
class. He said, “Hold on to the ball for a second. You got 15 minutes left. One 
reminder before we break up like we did yesterday.” He reminded students to 
bring informed consents to me. He then continued giving directions. “Now 
people who want to play a game or games are up here. People who want to just 
shoot around are down in this half. OK, get your teams straightened out. ” 
Episode 5 (16:09 minutes) Shooting and Playing Games 
Misbehavior Events 6-13 occurred during these 16 minutes of shooting 
practice or game play. Most of the incidents were between Jeff and Stephanie. 
Students got together in groups that they preferred and decided what they 
wanted to do. Six girls were playing “knock out” with two balls at one hoop. 
Pete was shooting with Victor at another hoop. Tim, Jeff, and Stephanie were 
shooting at the middle hoop right next to the stage. The rest [10 students] were 
playing a game across the width of the court. Mr. Softball did not referee. He 
walked around from hoop to hoop and gave feedback to students. He 
sometimes socialized with students. For example, he walked to the hoop where 
6 girls were playing and said, “Sounds like a herd of wild geese over here. 
... Didn’t my daughter teach you how to shoot the ball?” He was teasing Meagan 
who had attended a summer basketball camp in a nearby state where Mr. 
Softball’s daughter was a camp counselor. 
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Mr. Softball walked around between the two halves of the court. He 
interacted with students in different ways, such as telling them what they will do 
in the next class and giving them corrective feedback about their shooting skills. 
Episode 6 (20 seconds) Gathering and Closure 
Misbehavior Events 14-16 happened during this short episode. Mr. 
Softball gathered the class for closure. He said, “OK, come here for a second, 
please. One thing before we go in. Come over here please. Hold on to the 
ball.” Mr. Softball saw that Jeff threw the ball at Stephanie so he said “ahem.” 
He continued the instruction, 
OK, now tomorrow when you get here, you warm up with one drill, 
you will be in your teams that we just had when you were shooting 
around. I will give you about 5 minutes to work with your group. Then we 
are going to have a practice game with your team. OK, and by next week, 
we’ll just get right into games. OK, you can head in and change up. ” 
There were 16 misbehavior incidents that students identified from the 
stimulated recall session of Lesson 4 (see Table 4.5). All events were situation- 
specific and most misbehavior (Events 6-13) occurred during Episode 5. Thus, I 
will analyze misbehavior for all episodes in general and Episode 5 (which 
involves Jeff and Stephanie) in particular using Doyle’s ecological framework of 
instructional, managerial, and social task systems within the classroom ecology. 
Analysis of Lesson 4’s Misbehavior Incidents 
Instructional Task System 
Clarity of Instructional Tasks. Instead of fully explicit task statements 
including conditions, expected performance, and criteria, Mr. Softball s 
instructional tasks generally were vague, including only expected outcomes. 
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“People who want to play a game or games are up here. People who want to 
just shoot around are down in this half.” Although Mr. Softball wanted to see 
students complete either task, neither the conditions nor criteria to judge the 
quality of performance were provided. These tasks had broad boundaries of 
what was expected as acceptable outcomes. All kinds of shots, such as lay ups, 
free throws and all types of games, such as 1 on 1,2 on 2 ... 5 on 5 were 
acceptable. Of course, most students knew that Mr. Softball only wanted them 
to participate rather than be held accountable for instructional task performance. 
Stated Tasks and Actual Tasks. Mr. Softball was more strict when he 
assigned managerial tasks, such as grouping or asking students to form two 
lines around the hoops (see Episodes 1-3). He monitored closely so there were 
not many chances to modify these tasks. He expected students to do what he 
said during the managerial tasks and he made comments if students did not 
follow his directions. For instance, he warned Stephanie when she tried to 
switch teams to be with her friends. 
Actual instructional tasks seemed to be different, however, from stated 
instructional tasks (shooting or playing games) during Episode 5. Students 
learned what actual instructional tasks were from observing Mr. Softball’s 
response to the class. If shooting and socializing were accepted, then these 
were the actual tasks that developed over time. Jacob mentioned that Jeff and 
Stephanie were fooling around for fun and nobody cared because they were 
doing a teacher-stated task, which was shooting. 
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Ambiguity and Risk. During the 11-person drill in Episode 1, the 
description of the task was ambiguous because the directions given were not 
clear and there was no demonstration. Although the drill was carried over from 
the preceding lesson, the directions for this drill in both Lesson 3 and Lesson 4 
were brief. There was risk involved because students were not clear about the 
stated task. The higher the ambiguity and the tighter the teacher held students 
accountable for this task, the higher students’ risk could be. For this 11-person 
drill, Mr. Softball monitored the class closely and expected everyone to be able 
to perform correctly. Thus, this task involved high risk. Most students did not 
understand what to do or how to do this task, but nobody asked. They tried to 
figure out how to complete the task correctly by watching their peers and 
listening to Mr. Softball’s comments. This ambiguous task would become clear 
only when students found ways of doing it that were acceptable to Mr. Softball. 
Most of the feedback which Mr. Softball gave during this drill was corrective 
feedback. None of the students could rely on their friends because no one 
seemed to know what they were doing. They all made mistakes while 
performing it. They moved in accordance with what the teacher prompted and 
reminded them, instead of performing with understanding. 
Task Negotiation. Even though students knew at some levels what and 
how to do the tasks of shooting and playing games, they continued to push for 
broader task boundaries so that they could also include their own social agendas 
during the practice. Some students were doing a combination of shooting and 
sitting, or shooting and standing around with their friends. It gradually became 
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clear to students that all combinations of tasks were acceptable because Mr. 
Softball did not respond negatively when someone changed or combined the 
tasks. 
Pete, for instance, shot from one hoop and walked to the other hoop with 
Victor, then sat on the bleachers with a ball in his hand (Table 4.5, Event 6). Mr. 
Softball saw that and said, “Pete, they are playing on this court, you can’t sit 
here. Sit down, sit over there.” He did not tell Pete to go shoot the ball. Instead, 
he told Pete to sit in another place because the 10 students who were playing 
might run into Pete if he sat under the hoop. This action implied that he did not 
strongly hold students accountable for the shooting task. 
Later when students watched the videotapes to point out misbehavior, 
they became confused. They remembered that the instructional tasks were 
either shooting or playing and Pete did neither of them at that time. Most 
students thought he was fine because the teacher did not seem to mind him 
sitting out. A few students thought that he misbehaved because he was 
supposed to shoot baskets. Others thought sitting was fine but Pete 
misbehaved because he sat in the area where they were playing. 
Time to Perform Tasks. The majority of class time (56 percent) was 
devoted to Episode 5. Students were doing the same thing time after time. The 
repetition of shooting may have caused them to lose their interest and start to be 
off-task. Students who played in games misbehaved only one time (Table 4.5, 
Event 7), whereas students who shot around misbehaved more often. Interview 
data confirmed that students did not like to do one drill or one task like shooting 
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for a long period of time. When the teacher gave them too much time, they 
might try for a while and then do something else--another example of 
negotiation. 
Accountability. Mr. Softball held students accountable for these 
instructional tasks (shooting and playing game) by monitoring the class. He 
walked back and forth and verbally interacted with students in different ways, 
such as giving corrective feedback about shooting free throws. He positioned 
himself in one half of the court and left the other half behind his back. All 
students knew that he never was positioned to see the entire class 
simultaneously. Thus, they were more likely to misbehave when he turned his 
back to them. 
Although Mr. Softball monitored the class, he noticed only two out of 
seven misbehavior incidents (Table 4.5, Events 9-15) between Jeff and 
Stephanie while he was in the class. This made students wonder if the teacher 
saw them or not. If he saw and ignored what Jeff and Stephanie did, then those 
must have been acceptable behaviors. The majority of students thought that Mr. 
Softball saw but did not mind what went on between Jeff and Stephanie because 
they did it several times without his intervention. This made it difficult for 
students to determine if Stephanie and Jeff had misbehaved or not. How 
students identified misbehavior somehow was influenced by how Mr. Softball 
reacted to the incidents. His failure to provide consistent accountability created 
confusion for students about whether particular actions were misbehavior or not. 
* 
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Managerial Task System 
Addressing Misbehavior. Mr. Softball chose to ignore most misbehavior 
incidents that he did not perceive as severe. He responded only to incidents that 
he viewed as seriously disrupting the class or potentially causing somebody to 
get hurt. If he was giving directions to the groups and one or two students 
continued shooting, this did not bother him as long as the whole class did not 
look over at them. If the behavior created a ripple effect (e.g., more students 
started shooting or watching the two who were shooting), Mr. Softball would say 
something (Kounin, 1970). Students reported that because Mr. Softball allowed 
misbehaving students to get away with it too often, some students were more 
likely to misbehave. 
Social Task System 
Most social tasks in physical education are usually operated by students 
but social tasks in Mr. Softball’s classes were directed by both the teacher and 
students. Mr. Softball and students mentioned during the interviews that they 
were aware of the significance of socializing. Although students had a lot of 
opportunities to socialize with their friends, they were still pushed to integrate 
their socializing within managerial and instructional tasks, e.g., talking during 
class gathering or practicing drills. 
Often Mr. Softball socialized with students while he monitored the class by 
asking questions that related to other events outside of the school, such as a 
game that they competed in yesterday. Another illustration was when he saw 
that Victor’s shoulder looked stiff; he asked, “What did you do to your shoulder, 
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Victor?” Social conversation between him and students occurred frequently in 
most classes. 
Mr. Softball indicated that he viewed students socializing as an important 
aspect of a physical education class. He also thought that he himself should 
socialize with students whenever he had opportunities. This would ease his 
teaching when students got to know him as an individual rather than merely as a 
physical education teacher at CHS. He commented, 
For me it is important to socialize [with students]. I think in order to 
be a teacher, and maybe specifically a PE teacher, I think you have to 
enjoy the kids. I haven’t had too many problems and years that I have 
been teaching with big discipline problems. I enjoy socializing with the 
kids. I have a good time with them. I think they sort of get to know me as 
a person, not just the teacher. 
When he assigned both instructional and managerial tasks, he usually 
allowed students to group in the way they wanted except for some game play 
when Mr. Softball tried to equalize their ability on teams. Female students 
usually played together. Stephanie always played with Jeff and Tim. Victor shot 
with Pete and Nero. When they had to identify misbehavior, it was more difficult 
to determine if incidents should be considered as misbehavior, when these 
happened within their cliques. For example, some students perceived Events 9- 
14 (Table 4.5), which involved Jeff and Stephanie, as misbehavior; others 
viewed these as ways of socializing with friends. Perhaps Stephanie did not 
mind what Jeff did because she continually chose to play with him. Jacob 
mentioned that if these incidents happened with others, he could identify right 
away that they misbehaved because their behaviors could lead to fighting. In 
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this case, Jacob did not identify any incident between them as misbehavior 
because he saw Jeff hit Stephanie frequently in the classroom and Stephanie did 
not seem to care. Similarly, as other students observed cliques in the class, it 
became difficult for them to identify misbehavior when the incidents occurred 
within their peer groups. 
Overlapping of the Three Task Systems 
Data from videotapes and shadowing field notes indicated that the th ree 
task systems and misbehavior related to them overlapped in most of Mr. 
Softball’s lessons. Several episodes of Lesson 4 revealed that Mr. Softball 
frequently switched back and forth between instructional and managerial tasks. 
Social tasks also took place within the instructional and managerial task 
systems. For instance, during an 11-person drill (Episode 1) Mr. Softball asked 
students to get into four lines (managerial task) and started giving directions 
(instructional task). Social tasks happened simultaneously when students stood 
close to each other in small groups because they talked quietly to their friends 
but also watched the demonstration. Some students still held basketballs when 
Mr. Softball began to explain the directions. Thus, he told students to put the 
balls away (managerial task), and then continued explaining how to do the drills 
(instructional task). 
There were only 11 students performing in the 11-person drill at one time 
(instructional task). The rest were watching, talking, and cheerleading 
(instructional and social tasks). It was clear that overlapping tasks happened in 
most of Mr. Softball classes and that there were no definite boundaries for each 
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task. Two or three task systems might occur simultaneously and misbehavior 
could happen at any time within those task systems. 
The next section will be analysis of Lesson 10. Students identified 25 
incidents of misbehavior in this lesson (see Table 4.6). I will again describe the 
context regarding what went on in the class before addressing specific 
misbehavior events. 
Misbehavior Incidents During Lesson 10 
There were 6 episodes within the 38 minutes and 10 seconds of the last 
basketball class (Lesson 10) in the unit. This was the first time that students 
played on full court. There was very limited space for the students who were not 
playing to shoot at both sides. 
Episode 1 (3:50 minutes ) Before Class Started 
The first four misbehavior events (see Table 4.6) happened during this 
episode and Mr. Softball did not see any of them. He walked toward the door so 
he had his back turned while Events 1 and 2 occurred. He was in the locker 
room getting the vests when Event 3 happened. He was standing at the door 
talking to Meagan while Event 4 was happening. 
The majority of students (all males) were in the gymnasium already but 
Mr. Softball still walked around, talked to students, and walked in and out of the 
gymnasium. He did not formally start the class yet. Students were shooting, 
talking, and running around. The first group of four girls entered the gymnasium 
at 3:10. Meagan stopped to talk to Mr. Softball at the entrance. “Mr. Softball, 
could my team play first?” Mr. Softball replied, “Jeff’s team is out first. We will 
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play this full court.” Meagan continued, “I don’t care, I want to play first.” Mr. 
Softball imitated her voice, “What are you going to do? We will play full court.” 
Episode 2 (2:22 minutes) Gathering and Organizing Teams 
Misbehavior Events 5-7 happened during this episode. Mr. Softball blew 
the whistle at the door and walked to the middle with a few blue vests in his 
hands. He said, “OK, hold on to the balls and come on over here, please.” 
Some girls slowly moved to him while Pete continued shooting. He prompted, 
“Come on over here, girls. Pete, hold on to the ball, come on over.” Mr. Softball 
then saw Jacob dribbling. He called, “Jacob”. Students moved close to the 
teachers but kept talking (4:10). Mr. Softball said, “Now, this is what we are 
going to do, all right? We will sign up for new units on Tuesday.” 
Students asked, “What are we going to do?” Mr. Softball said, “Ms. 
Hockey and I will talk about it and we will design what we are going to do. Today 
will be the last basketball class. OK? For today we are going to play the big 
court. Jeff, you played two games last time, right?” Jeff replied “Yeah”. Mr. 
Softball continued, “so Jeff’s team is out first”. Mark was on Jeff’s team so he 
ran out from the group with the ball and started shooting as soon as he heard 
that his team was not playing first. Students were around the teacher. Jacob 
was kicking the basketball and Nut was practicing shooting in the air without 
letting the ball drop to the ground. Jeff sat and tied Stephanie’s shoe lace right 
next to the teacher. Mr. Softball continued, “Let’s have Eric. He’s got blue 
[wears a blue T-shirt] on so Eric’s team is blue”. Even though Stephanie was 
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standing right next to Mr. Softball, he did not see her. He asked, “Where is 
Stephanie?” Students said, “Stephanie is right there.” 
There were three teams which, Mr. Softball called Jeff’s team, Eric’s team, 
and Dick’s team. Eric’s team with blue vests consisted of Eric, Jacob, 
Stephanie, Victor, Nero, Dave, and Meagan. Dick’s team [white T-shirt] included 
Tracy, Dick, Pete, Scott, Emily, and Nut. Because Emily could not play after 
twisting her ankle last week during her JV volleyball match, the five members on 
her team played for the whole time without a substitute. Eric’s team played the 
first half against Dick’s team. Jeff’s team with 7 players (Jeff, Beth, Cam, Alisa, 
Gale, Hatch, and Mark) played Dick’s team for the second half. These teams 
each had two substitute players. 
Mr. Softball gave out vests to Meagan, Stephanie, Nero, Dave, and Victor. 
Although Eric already wore a blue T-shirt, he took a vest from Mr. Softball and 
wore it. Jacob was dribbling around instead of being with his team and 
Mr. Softball did not notice that. Mr. Softball put the remaining vest on the 
bleachers. Jacob came and got it immediately with a basketball in his hand. 
Dick asked if they could use the “boys’ ball” to play today because he 
could not shoot very well with the “girls’ ball.” Mr. Softball said “OK.” He then 
announced, “People who are out can shoot on the sides. Let me use that ball. 
We use the girls’ ball every time so we will use the guys’ ball this time. OK, we 
got five blue [players] out here, five white [players]?” He prompted, “OK Here we 
go. We got 1,2, 3, 4, 5-1,2, 3, 4, 5, 6. You got six. I need one blue [player] 
out.” Stephanie pulled the ball from Mr. Softball’s hands and started to dribble. 
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Mr. Softball said, “Hey, give me.” He then saw some students were going to 
walk out of the gymnasium. He said, “You guys, no. You stay in here. If you 
want to shoot on the side, you can shoot on the side. ” He continued to talk to 
the group, “I got six blue [players]. I need one more blue out.” Nero walked out 
so his team had five players in the court. Mr. Softball started counting players on 
the white team again. “All right, 1,2, 3, 4, 5. Do you have any sub [stitute 
player]?” He replied to himself, “No.” He hustled, “OK, here we go.” 
Episode 3 (15:26 minutes) Game Play 
Misbehavior Events 8-11 occurred during this episode. Mr. Softball blew 
the whistle and threw the ball in the air when Scott and Jacob were ready to do a 
jump ball. Nero was about to run out of the gym but he then asked for 
permission. Mr. Softball reminded, “you can’t go outside. Yeah, you can go to 
the bathroom.” Mr. Softball looked at his watch just to check how much time he 
had for the first two teams before switching teams. 
Mr. Softball mainly refereed and kept score. He gave feedback and 
frequently reminded students what to do in the game. For example, he said to 
both teams, “Out of bounds. Blue ball. Get back, White. Blue on the side [took 
the ball to the sideline and passed it into play]. Nice big court now, spread out, 
don’t bunch up. Good job, get back, Blue, nice pass, good rebound. ” He walked 
back and forth to follow the game and continued giving comments, “Get it under 
control. Two nothing, Blue [ball].” At this point, Alisa got up from the bleachers 
and left the room without asking permission. Emily and Beth saw so they got up 
from the bleachers and looked at him. Mr. Softball responded, “Stay in here.” 
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The two left the gymnasium after Mr. Softball turned his back to them. The game 
continued. 
Episode 4 (1:37 minutes) Switching Teams 
Misbehavior Events 12-14 happened during this short episode. Mr. 
Softball blew the whistle to signal that the game was over. He announced, 
OK, that’s game. Blue, let me have the blue shirts, please. The 
team that is coming on is Blue. Your team is White. Here we go, Blue, 
Blue. OK, we are all set. Give me five of each. We need the ball. Where 
is the ball? Here we go Dick. OK, 1,2, 3, 4,... Eric, shoot on the sides, 
please. 
Mr. Softball started counting, 1,2 and asked, “Is there another blue shirt up there 
[on the bleachers]?” He walked with Cam to the bleachers to look for the blue 
vests. He found one and gave it to Cam then said, “OK, now we got five [blue 
shirts on]”. He counted again, “1,2, 3, 4, 5 and 1,2,3, 4, 5. Here we go. ” 
Episode 5 (14:35 minutes) Game Play 
Misbehavior Events 15-24 happened during this episode. Mr. Softball 
blew the whistle to start the game. He refereed the game and kept score as 
usual. He said, “two, nothing, Blue.” He turned to Alisa who sat on the 
bleachers and said, “Alisa, you will be the first substitute player], OK?” After a 
while, he prompted, “Sub, next whistle.” He saw Stephanie get on the court to 
shoot. He said, “Shoot on the side. That’s good. When they are down at that 
end, I have no problem like that, but when they are down at this end, you have to 
stay out of bounds”. At this point Jacob found a volleyball on the bleachers from 
a previous volleyball class. He started to play with the volleyball, such as setting, 
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dribbling, and shooting. The volleyball got into the court once in a while so Mr. 
Softball asked Emily to put the ball back on the bleachers. 
Jeff, who had played for a while, was waiting at the side now. The score 
was very close between Jeffs and Dick’s team [8-6]. Jeff, the best player on his 
team, asked if he could come back into the game again. Mr. Softball said, “Not 
in this game, the other games. You have just got out. ” He then laughed with 
Jeff. 
The game went on and Mr. Softball reminded them of their scores: “Take 
it out of bounds, 10-10. That’s a foul.” The vice principal came in and talked to 
Mr. Softball. She said, “Could you give the message to the girls that they can’t 
go out that door from the girl locker’s room? All the exits from the building today 
are going to be through the cafeteria because of the construction. These kids 
have to grab their bags and scoot out that way. ” Mr. Softball said, “OK” and 
continued to referee the game. The score was 12 for Jeff’s team and 14 for 
Dick’s team. Cam had a chance to shoot two free throws but he missed both of 
them. After the second shot, the ball went out of bounds so that Mr. Softball 
blew the whistle to stop the class. 
Episode 6 08 seconds) Closure 
There was only one misbehavior event (Event 25) that happened during 
this episode. After Mr. Softball blew the whistle, he announced, 
We’re finished [the game]. Now, listen. When you leave, please 
listen. After you change and it’s time to go. Go out through the cafeteria 
and out to Adam Street. All right. You can’t go out this way (South) 
because of the construction. 
134 
Students started to walk out of the gymnasium and Mr. Softball reminded, 
“Give me the blue shirts. Blue shirts.” The students were in a hurry and they 
rushed to return the blue vests to the teacher. Alisa took off the vest and threw it 
to Mr. Softball’s hand but the vest dropped on the floor. Mr. Softball called, 
“Alisa.” Alisa said, “Sorry” and came back to pick up the vest then gave it to Mr. 
Softball. 
Analysis of Lesson 10’s Misbehavior Incidents 
I will analyze this lesson using Doyle’s ecological framework, specifically 
focusing on the managerial task system. To avoid repetition with the analysis of 
Lesson 4, I will describe only the kind of information that I did not include about 
the previous lesson. 
For this lesson I will discuss all episodes in general, and highlight 
episodes 2 and 4 which were times of gathering and organizing teams, because 
these seemed to be parts of a typical lesson that Mr. Softball had done in every 
class. 
Managerial Task System 
Episodes 2 and 4 clearly illustrated that Mr. Softball spent about 12 
percent (2:22, 1:37 minutes) of total class time to organize teams and get the 
teams ready for game play. The length of time for these two episodes, however, 
was long enough for students to begin wandering around when the teacher tried 
to group and get the teams organized. 
Students had difficulty determining misbehaviors in these two episodes on 
the videotapes during stimulated recall sessions because Mr. Softball lacked 
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clear rules and routines. For example, Jacob kicked the ball when he was 
supposed to listen to the directions (Table 4.6, Event 6, Episode 2) and he 
kicked the ball again when he was supposed to shoot around (Table 4.6, Event 
14, Episode 4). Dick said, “I can’t really tell if he misbehaved. I guess he was 
misbehaving because he wasn’t listening to the teacher. It’s kind of distracting. 
The teacher probably saw him but he didn’t say anything.” Tracy commented, 
“Not really misbehavior but kind of. I rated that low [degree] because he couldn’t 
hurt anybody if somebody was around.” Alisa argued, “He misbehaved because 
he was not supposed to do that. It ruined the ball. If people see him doing that, 
they might think that they can and then everyone start doing it. ” Class routines 
such as how to treat different types of equipment would help students to be clear 
about expected behavior. If Mr. Softball established this rule, it would have 
become clear and easy for students to say that whoever mistreated equipment 
(e.g., kicking the ball) misbehaved. 
There was no set of explicit class routines taught to support instructional 
or managerial tasks. When students were not clear about class routines, they 
had to use their own judgment to determine misbehavior. Several occasions 
indicated that Mr. Softball had not established any of the following routines. 
A Gathering Routine. The teacher did not always gather the students at 
the same place. He sometimes gathered at one hoop and another time at the 
middle of the court. An illustration from Episode 2 showed that Mr. Softball blew 
his whistle at the entrance and walked to the middle. Some students followed 
him, whereas others (e.g., a group of girls) were unsure about where to go. A 
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few students (e.g., Pete and Jacob) learned that it would take a while to get the 
whole class together. Thus, they kept shooting. When students saw these 
incidents on the videotape, they did not know at what point they would call this 
“being tardy” or “not cooperating with the teacher”. 
An Equipment Routine. Whenever Mr. Softball gathered the class, he 
wanted students to hold the balls. Data from interviews, videotapes, and 
observations indicated that students who had the balls often dribbled and played 
with the balls. Even though balls were being kicked, dribbled, or thrown once or 
twice, none of the students determined this as misbehavior because they had 
never been taught to put the balls away or to keep the balls still. 
Students had not been trained where to get vests and return them. 
Sometimes vests were on the bleachers (Lesson 7). Another time Mr. Softball 
handed them to the students (Lesson 10). It was chaotic when Eric’s team was 
supposed to give their vests to Jeffs team. Mr. Softball could not find the ball 
and Cam could not find a vest so everybody was waiting for them. Whether 
incidents that happened during their waiting time should be judged as 
misbehavior or not became problematic for students. Similarly, Alisa threw the 
vest to Mr. Softball (Table 4.6, Event 25) because neither she nor other students 
had been taught a “putting away” routine. Thus, some students identified this as 
acceptable behavior. 
A Starting the Activity Routine. After Mr. Softball gave directions, he 
generally used no signal to begin the activities. Students did not know when to 
start. Some began right away, whereas others kept listening until the end of the 
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instruction. In Episode 2, Mark ran out to practice shooting as soon as he heard 
that his team was not playing. Students on Jeffs team were doing different 
activities, such as listening to the teacher, walking away with their friends, or 
looking for the ball. These behaviors could not easily be categorized as 
misbehavior because the teacher did not signal them when to start the 
prescribed game activity. 
An Attention Routine. When Mr. Softball needed students’ attention, he 
usually talked very loudly across the gymnasium. Some students still kept doing 
what they were doing while others were quiet and listened to the teacher. 
Episode 6 showed that students looked at the teacher but kept walking to the 
door. It was not clear whether students should stop what they were doing to 
listen or continue what they were doing and listen at the same time. 
An Entering the Gymnasium Routine. Mr. Softball did not establish any 
“getting the class started” routine. Although he expected students to shoot 
around before he formally began the class, he never said so explicitly. Before¬ 
class activities seemed to involve socializing activities, such as talking, shooting 
together, and running around. Whatever students wanted to do seemed to be 
acceptable. As a result, some students viewed Events 3 (Pete and Nero pushed 
each other) and 4 (Pete, Nero, and Victor pushed and kicked each other) in 
Table 4.6 as low or medium severity of misbehavior because those happened 
within their peer groups before the class started. 
A Leaving the Gymnasium Routine. Many students left the gymnasium 
while they were waiting for their turns to play games. Some went out for water 
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while others went to the bathroom. Episode 3 showed that only Nero told the 
teacher before he left. Beth and Emily left the gymnasium (Table 4.6, Event 8) 
together. Most students thought that students who did so misbehaved because 
they did not comply with Mr. Softball’s statement, “Stay in here”. In other 
incidents in which students went out of the gymnasium, nobody thought of those 
as misbehavior. If this routine had been established, it would have been easier 
for students to say, “this is misbehavior”. Students assumed that they could 
leave the gymnasium for brief interludes without telling Mr. Softball, whereas Mr. 
Softball stated that they were supposed to ask permission. He preferred 
students to leave the gymnasium one at a time but not in groups. Data from all 
sources indicated that this routine had never been taught. 
Instructional Task System 
Instructional Task Boundaries. The only task throughout the entire unit for 
students who did not play games was shooting at the sides. Mr. Softball stated, 
“People who are out can shoot on the sides.” Some were shooting and others 
were sitting on the bleachers. It was clear that students had negotiated the 
broader task boundaries as mentioned in “task negotiation” in the analysis of 
Lesson 4. Lesson 10 was the last lesson of the unit so that students already 
knew if the teacher asked them to shoot, they could either shoot or sit on the 
sidelines. 
Inconsistency in Responding to Instructional Tasks. Mr. Softball said that 
students could shoot on the sides. There was not much space to shoot because 
the two teams played full court. Students pushed, therefore, to find out his task 
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boundaries. Eric and Stephanie, for example, shot on the court many times 
when the teams were playing at the other end (Episodes 4-5). Mr. Softball said 
to them, “Shoot on the sides, please”. He finally talked to Stephanie (Episode 5) 
when she shot on the court, “When they are down at that end, I have no problem 
with that [shot in the court], but when they are down at this end, you have to stay 
out of bounds.” His statement implied that he allowed students to shoot on the 
court as long as they moved out before the teams were coming down. 
Mr. Softball stated during the videotape stimulated recall sessions that 
Eric disrupted the class when he got in and shot in the middle of the court (Table 
4.6, Event 19). Mr. Softball responded by telling Eric to shoot at the side. In 
contrast, he told Stephanie that it was fine to shoot on the court if the teams 
were not playing in the area. These different messages confused students about 
how to judge similar situations. Although most students identified Event 19 [Eric 
shot on the court] as misbehavior, a few argued that Eric had not disrupted the 
class because he did what the teacher allowed. 
The Flow of the Lesson. Mr. Softball did not present tasks with a smooth 
pace. Rather, he usually flip-flopped between managerial and instructional tasks 
(Kounin, 1970; Siedentop, 1991). Further, he did not establish clear rules and 
routines to facilitate his instructional and managerial tasks, resulting in a lack of 
momentum. Therefore, the entire lesson did not flow smoothly from one event to 
the next. 
He always switched back and forth between two or three different tasks. 
It took him longer to finish a task, such as organizing and grouping in Episodes 2 
140 
and 4. Some students started to do other things, instead of listening to him. 
When he tried to get the teams ready during Episode 2, Stephanie took the ball 
from his hand and dribbled. He asked her to give the ball back. He then saw 
some students were about to leave the gymnasium so he said, “You guys, no. 
You stay in here”. After that he gave them a task which was shooting on the 
sides. Finally, he focused on organizing teams again. He was more likely to 
switch back and forth between two or three tasks. The flip-flop between 
managerial and instructional tasks caused students to wait for directions or 
equipment, and these moments seemed to be opportunities for them to 
misbehave. 
The absence of momentum led students to lose attention and start to do 
something while they were listening. Students did not believe they were 
misbehaving if they listened and shot the ball simultaneously. Jacob, for 
instance, usually kicked the ball while Mr. Softball gave directions (Table 4.7, 
Event 6). Some students thought that he was listening and kicking so he did not 
miss anything. Jacob stated during the interviews and stimulated recall 
sessions, however, that he was having fun with kicking the ball and did not listen 
to what the teacher said at all. 
Social Task System 
Data from this videotape of Lesson 10 indicated that students socialized 
with each other in their own groups in an informal way. Pete, Victor, and Nero 
shot together. Incidents 3 (Pete and Nero pushed each other) and 4 (Pete, 
Nero, and Victor pushed and kicked each other) were problematic to identify. 
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Most students determined that Pete, Nero, and Victor pushing each other was 
misbehavior but the perceived severity varied, ranging from low to high. 
Pete, Nero, and Victor themselves thought that they were just playing with 
each other in a friendly way and that this was not really serious misbehavior, 
though they agreed that they showed bad examples. Mr. Softball thought they 
were just horsing around. Tracy and Gale, however, thought those were severe 
misbehaviors because kicking and hitting could easily lead to fighting which 
could lead to getting hurt. 
Social tasks seemed to take place on several occasions in each episode. 
Whenever misbehavior happened in a social group, it involved group members, 
such as Pete, Victor, and Nero, or Stephanie and Jeff. This made it difficult for 
students to judge the severity because these behavioral events could be viewed 
as playing for fun and not really misbehaving. 
These students reported that talking served as a major strategy for 
socializing. In addition to talking, some other forms of socializing with their 
friends occurred: fooling around, joking, teasing, cheering, and making 
comments about the games. Perhaps when students made jokes, fooled 
around, and the like they merely meant to socialize rather than disrupt the class 
or cause problems. Pete said, “We talk, fool around.” Victor added, “We just 
like teasing each other. That’s what we do all the time.” Dick continued, “Make 
jokes and stuff. Yell at each other. Mostly when you get out from the gym to get 
changed.” Alisa stated, “I usually talk. Sometimes they do cheer [leading].” 
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Talking as a Student Social Task. These students wanted to socialize 
during physical education classes and talking was a major form of socializing 
that they were looking forward to doing in the physical education environment. 
Students thought that physical education was the only subject in which they were 
allowed to talk on many occasions so long as it did not disrupt the class or the 
teacher. Talking was not acceptable in other class environments. Dick stated, 
“In normal classes you don’t really get to talk to all of your friends but in gym you 
do.” Dave added, “I think students are more likely to misbehave in class 
because it’s more temptation to talk. That’s how most people get into trouble in 
the classroom, just talking. In gym they are allowed to talk.” 
Talking was also a social task, directed by students, which could happen 
anytime within both instructional and managerial tasks. Many students such as 
Tracy and Jacob reported that they talked during instructional tasks. “Like during 
the drills, we wait. It will be a little wait time. Actually the teacher has us do drills 
so we start talking and if our turn comes, we go” (Tracy). “We talk a little during 
drills or shooting around. Lots of people talk when they don’t have anything to 
do. Like if there is no ball then they can’t play. They just sit and hang around ” 
(Jacob). 
Students were very skillful in sorting out when they could talk without 
getting into trouble. Dave said, “When it won’t disrupt the class or the game that 
you are in.” Jacob continued, “When everybody is talking, I talk too.” Students 
were aware that when the teacher was giving instructions was not a good time to 
talk. Dick stated, “We talk whenever the teacher is not talking, whenever you 
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don’t have to be paying attention to someone else.” Pete commented, “I usually 
talk with my friends when the teacher is not talking so you won’t get trouble. ” 
Data from observation field notes and videotapes showed that Mr. Softball 
did not usually respond to students’ talking if the noise condition was not too 
loud and most students could still hear what he said. Thus, there were usually a 
few students who talked when he gave instructional and managerial tasks. He 
sometimes intentionally set up tasks in which students had their own time to 
practice. This seemed to be an appropriate opportunity for them to talk to their 
friends. Mr. Softball stated during the interviews, 
I think there are certain times in the class [that students could talk]. 
If they have free time, like the example of the basketball class when I said, 
“OK, this group stay in that half court and you shoot around while they are 
playing.” I think if they want to talk to somebody like that or do something, 
that’s fine. The ideal situation would be to say, “OK, go on over there and 
practice your shooting, practice this with your team.” But kids sit down 
and talk or they shoot around and fool around and talk with their 
teammates or their peers. I think that is the time that socializing will 
happen. 
Data from all sources indicated that talking as a social task served at least 
four functions. First, talking created a social interaction among the class 
members. Cam stated, “You get to talk to your friends, That’s very important. If 
you don’t, you can seriously ruin your day.” Pete added, “I think it’s important. I 
like to play games with my friends. It’s fun to have friends around.” 
Second, talking was an opportunity to make new friends. Gale said, 
“Some kids I never see and this is the only time I see them so I get to talk to 
them.” Tracy and Meagan agreed that this was the time that they could become 
friends with students in different groups and different grades: “For eighth graders 
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you don’t get to talk to them for the rest of the day. I guess it’s kind of important 
so you get to know them” (Tracy). 
That’s the only time that I see some of those people so I guess it’s 
important. I don’t see eighth graders as much and I don’t really see a lot 
of my seventh grade friends because I am in the Star group and all of my 
friends from my [elementary] school are in the Sun group. I don’t see 
them a lot (Meagan). 
Third, talking was a way to communicate and work together as a team 
during game play. Nut stated, “It’s pretty important because it’s, like in 
basketball to take a shot, you can yell to them when they have the ball. Tell 
them that you are open so they can pass to you. ” My field notes indicated that 
students usually made a touchdown after they got together and came up with 
strategies to bring the ball to the end zone. Often, Mr. Softball stopped the 
games in flag football and reminded the losing teams that they had to talk and 
decide who was going to do what. 
Finally, talking made students feel more comfortable in physical education 
and school environment. Dick stated, “It’s pretty important because you don’t 
like being alienated.” Dave added, “You get to talk to them a little bit and you 
can talk during lunch.” 
How Teachers and Other Students Respond to Misbehavior 
In Mr. Softball’s classes, misbehavior usually happened very quickly. This 
made it difficult for both students and the teacher to notice. Mark said, 
“Sometimes they get away with it because they just try in a nick of a second. ” 
Individual students or small groups of 2-3 were more likely to misbehave 
rather than the entire class. Pete stated, “More individuals misbehave. You 
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can’t get a large group of people in gym because it’s so easy to notice. ” Nut 
added, “They can be one or two people. It’s not usually like a bunch. ” Mr. 
Softball also agreed, “I think they usually do it by themselves rather than a group 
of people misbehaving.” 
Data from observation field notes and stimulated recall indicated that 
many misbehavior incidents were not noticed either by the students or the 
teacher while they were in the class. Most of them saw more incidents when 
they watched the videotapes of the classes. For instance, fourteen students 
participating from Lesson 4 noticed 31 events while they were in the class but 
they identified 87 events while viewing the videotape. From the same lesson, 
the teacher witnessed three events in class while he saw eight on the videotape 
(see Line 2 of Table 4.8). To sum up, only 25 percent of misbehavior incidents 
were recognized in classes before watching videotapes. These data confirmed 
that students and the teacher did not usually notice when misbehavior happened 
in the class. 
When students saw misbehavior incidents during the class, they reacted 
differently from case to case depending on who was doing what and how severe 
it was. Cam said, “A lot of it depends on who it is. If someone I dislike, I might 
just yell harshly like ‘cut it out’. If one of my friends gets involved, I will take sides 
and say don’t mess with them.” Tracy shared a similar idea: “If it [happens] to 
me, maybe I just say something back in defense. If it’s not to me, I probably 
ignore it. If it’s to my friends, I probably took their side. ” 
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Table 4.8 Number of Misbehavior Incidents that Students and the Teacher Saw 
in Class and from Videotapes of Lessons 4, 5 & 6, and 10 
Videotapes Students 
(Ss) 
% Teacher 
(T) 
% Ss+T % 
Lesson 4 31/87 36 3/8 37 34/95 36 
Lessons 5&6 25/100 25 1/8 12 26/108 24 
Lesson 10 50/226 22 2/19 10 52/245 21 
Combined 
totals 
106/413 26 6/35 17 112/448 25 
Perceptions about severity of misbehavior greatly varied among 
participants as mentioned in the continuum of misbehavior section. For instance, 
Jeff kicked, hit, and threw the ball at Stephanie several times. Different students 
perceived the severity from in-between to high degrees. As a result, they 
reacted differently, such as ignoring or watching them. 
Most students did not interfere with others if they noticed misbehaviors. 
Pete and Victor were shooting together and they saw some incidents between 
Jeff and Stephanie. Pete stated, “He [Jeff] shouldn’t have done that because he 
could hurt her. I did notice it because I was looking over there the time that I 
was going to shoot.” Victor added, “I saw them doing that. It didn’t really affect 
the class. The problem is between these two people. They have nothing to do 
with the whole class.” Pete agreed, “It didn’t affect the class except me and 
Victor who were shooting.” In this situation, both Pete and Victor chose to ignore 
them and kept on shooting. 
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These students avoided getting involved with any misbehaviors which 
were not related to them, especially very severe ones, (e.g., fighting) because 
they could get into trouble and ultimately have to answer to the principal. Dick, 
for example, said, “I don’t do anything when people misbehave. They can do 
whatever they want on their own time. I won’t pay attention. ” 
When students perceived less severe misbehavior, they typically 
responded to misbehaving students in six different ways: 
1. Watching: Gale said, “I just stay away and watch because I don’t feel 
like getting into trouble.” 
2. Ignoring and staying away: Nut illustrated, “I try to stay away from 
them. In case if they get caught, they can blame on you. ” Nero added, “I just 
ignore them. I just don’t want to get into trouble. ” 
3. Telling the teacher. Victor commented, “If the teacher didn’t see it, I 
would have told the teacher on it.” Pete reinforced the idea “I tell the teacher.” 
4. Continuing on with their own tasks: Alisa stated, “I just kept doing what 
we are supposed to do.” Dave agreed, “I just keep going on what I am doing. I 
am not going to get involved.” 
5. Taking sides: Tracy illustrated, “If it’s to my friend, I probably took 
his/her side.” 
6. Telling them to stop: Mark explained, “I try to tell them to stop or not do 
that and tell them to do something better instead of what they are doing. ” 
Students suggested that Mr. Softball should give whoever misbehaved a 
chance to behave better. They recommended four steps for addressing 
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misbehaving students. First, talk to students and warn them that they should not 
do it again. Warning included different forms of actions, such as saying their 
names, looking at their eyes, and verbally reprimanding them. Second, give 
them a “time out” or sit out if they misbehaved again. Third, give them a 
detention if they continue misbehaving. Finally, for a severe misbehavior or for 
students who already had a detention, they should be sent to the principal’s 
office as a penalty. Gale stated, “I think the teachers should give more warning 
and then sit them down. If they get up and do it again, then just give them a 
detention.” Meagan added, “Probably tell the kids first what they are doing 
wrong. Make them sit out during gym period if they keep on misbehaving. Warn 
them first and if they keep doing that, then the teacher should start taking 
action.” 
These students also thought that Mr. Softball should take into account the 
differences in severity of misbehavior before he started taking action. Dave, for 
example, commented that “Well, it depends because some misbehavior is worse 
than others; like if you start a big fight, that’s pretty bad rather than if you just 
push them.” The greater the severity of misbehavior, the stronger the 
punishment should be. The teacher must stop misbehaving students 
immediately if they are doing something serious, such as fighting. Dick and Pete 
shared a similar idea, 
I guess if you misbehave at a higher level like getting into a fight or 
hitting the kids or something, then you should get a better punishment. 
The higher the degree of misbehavior, the higher the punishment it should 
be (Dick). 
If it’s not something very bad, they [teachers] should tell students to 
stop. If it’s little bit worse, they should tell students to sit down for a while, 
away from everyone else. And if it’s really bad, they can send them to the 
principal’s office or the vice principal and the vice principal can deal with 
them. Or the teacher can give them a detention--to make them stay after 
school (Pete). 
Overall these students did not get distracted easily when someone else 
misbehaved. They continued doing what they were supposed to do. For this 
reason, they noticed only a few misbehavior incidents while they were in the 
class. Similarly, Mr. Softball did not get disturbed very easily when one or two 
students did something differently from what he expected. He also had an 
inconsistent boundary for acceptable behaviors during instructional and 
managerial tasks. Thus, he ignored many minor misbehavior incidents as long 
as they did not disrupt his teaching. When Jeff and Stephanie kept shooting 
while Mr. Softball was explaining something to the class on one occasion, he 
commented, 
Naturally they are not going to listen. They are going to turn their 
back and shoot around. Two of them. It’s just lack of discipline. It’s not 
disrupting what I am doing and what these kids are doing. By the same 
token, they don’t show respect to what’s going on. 
Mr. Softball himself was aware that he did not see many of the 
misbehavior incidents while he taught the class but he noticed most events when 
he watched the class videotapes. Table 4.8 showed that he saw in the class 
only 17 percent of all misbehavior events that he identified from three videotapes 
(6/35). In addition, he neither monitored the whole class, particularly students 
who did not play games, nor held students accountable for given instructional 
(e.g., shooting) and managerial tasks (e.g., holding the ball). For example, 
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whenever he gathered the class, he usually said “Hold on to the ball, please.” 
Most students would keep the balls for a few seconds and then start to shoot or 
play with the balls. Similarly, when he assigned instructional tasks to students, 
such as practice shooting, he failed to monitor them. He accepted a combination 
of instructional and social tasks as long as students did not disrupt him. Some 
students shot a few times and played around with their friends. Others sat and 
talked, and then shot a few times. These students knew that they would never 
have severe consequences imposed for not doing given tasks because to this 
point Mr. Softball had never given a single detention. 
In summary, Mr. Softball continued doing whatever he was doing when 
students misbehaved so long as he felt they did not distract him or the class. If 
they disrupted him, he would talk to the misbehaving students. If they did not 
stop, Mr. Softball would assign a stronger punishment, such as a detention. 
Why Do Students Misbehave in Physical Education Classes? 
Students reported several reasons which influenced them to misbehave. 
Those could be classified into three main categories: instructional, managerial, 
and social factors within the ecology of this class setting. 
Instructional Task Factors 
Four elements under instructional tasks were associated closely with 
student misbehavior. First, these students preferred to have an opportunity for 
selecting units. Second, participants did not want to do unchallenging drills. 
Third, they requested that the teacher offer a variety of instructional tasks for 
both low and high skilled groups. Finally, students believed the teacher should 
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do something with students who were on the sideline and did not participate in 
the activities. If the teacher addressed these factors to meet students’ needs, 
they thought they would all be more likely to behave. 
Students Wanted Input in Selecting the Unit 
Each student had their own perception about what physical activities or 
units they liked to play. When students had choices in selecting units, they were 
more likely to choose the unit that they preferred or in which they already had 
some basic skills. Being in a unit that they liked encouraged students to 
participate and cooperate with the teacher. As a result, they were less likely to 
misbehave. Hatch said, “I think it’s nice because you can choose which activity 
you want to do, which one you are better at. I think that’s good because you can 
pick; then you are less likely to misbehave when you have a chance to choose. ” 
Dick agreed, “You got the choice. If you don’t like one activity, you can do the 
other. You get the activity that you like, you are more likely not to misbehave. ” 
In addition, choosing the units that students liked promoted the feeling of 
enjoyment. Tracy commented, “If you have an opportunity to choose activities, 
you pick something that you want to do and usually you won’t misbehave in that. 
You enjoy that and having fun time in what you want to do. ” 
Students were more likely to avoid participation, be off-task, or not 
cooperate when they had to be in a unit that they did not like. None of the 
participants liked the square dance unit, as Tracy’s comment indicates: “Last 
year you had to do certain things that they are doing in gym. One time it’s 
square dancing that is very boring and most kids really misbehave in that 
fe 
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because they don’t want to do that.” Pete agreed, “If I got stuck in a unit like 
square dancing, I’d try to go to the nurse [office] and stay there. I can’t do 
square dance.” 
Cam and Pete suggested that teachers should listen to students and offer 
units that students want to do. “Try to pay more attention to their needs, helping 
when students have more to say and what they are supposed to choose and 
stuff (Cam).” Pete continued, 
Give students a list of what they want to play and have them decide 
which one they want to play. You can have two teachers and you can 
have a vote or you can have two teachers and you can lay out like 8 
possibilities. Like two classes for each teacher and students vote on 
which one of the four they like and two most popular one that people want 
to play. 
Tracy suggested that sometimes teachers should provide choices of 
instructional tasks, too. She said, 
... Have choices for activities. He could ask the kids, like, in 
basketball if they want to do drills or games then they could do games. Or 
if they want to do one specific thing about basketball, the teacher could 
ask them if they want to do that--the majority of them, then do that. Like 
ask them ideas what to do. If they want to shoot or play games. 
Opportunities to choose activities seemed to be one factor that minimized 
student misbehavior. Interview data revealed that most students chose the 
basketball unit over soccer because they liked basketball and expected to learn 
and play more games. 
Students Did Not Want to Do Unchallenaina Drills 
Drills and fundamentals served as major parts of Mr. Softball’s teaching, 
especially during the first four classes, as mentioned in the school context 
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section. Most students did not want to do drills because they consisted mostly of 
waiting [for their turn] and repetition. Dick’s comment highlighted how repetitive 
drills were: 
Students are more likely to misbehave during the fundamental part 
because they get kind of boring. You must be messing around because 
it’s so boring. You are doing the same thing over and over. Drills you get 
to do the same thing. 
Some drills were not challenging because they were similar to what 
students had already learned in the past. This confirmed students’ ideas that 
they knew how to do them. These students did not think of the quality of their 
performance while they were performing drills, such as how accurately they 
passed the ball to teammates. Rather, they wanted to get drills over with so that 
they could play games. The lack of interest in drills encouraged students to 
misbehave during instructional tasks. Mark illustrated, 
They really misbehave during the drills because some people 
already know it so they just want to play it instead of getting in line and 
kicking the ball. A lot of people already know the sport and they just want 
to play .... It aggravated because they already know all the drills and stuff. 
My observation field notes and videotapes of the basketball unit showed, 
however, that only one third (7/20) of the students performed fundamental drills 
very well and those students (e.g., Jeff and Dick) were on the JV basketball 
team. The majority of students knew how to do those drills (e.g., dribbling, 
passing) but they were not able to do them skillfully. Videotapes showed that 
many students lost control of the ball while they were dribbling. Further, some of 
them looked awkward and did not know where to go after passing the ball to 
teammates. These students had little interest in doing drills. These drill times 
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provided greater opportunity for them to misbehave, particularly since the 
teacher did not hold them tightly accountable for these instructional tasks. 
Students Wanted Modified Instructional Tasks to Suit Low and High Skilled 
Groups 
Students were aware that there were both low skilled and high skilled 
students in the basketball unit. Both groups misbehaved but in different ways. 
Cam and Meagan commented on ways that low skilled students misbehaved. 
Cam said, “Some of them are just doing it because they are very bad at the 
other sports. Some poor players are there and just want to get it over with. They 
just get away from that.” Meagan added, “Usually people who are not good 
enough don’t even try or they get their own ways of playing. ” 
High skilled players also misbehaved because most instructional tasks 
seemed to be so easy for them. Gail complained about good players: “Some of 
the good players are very selfish. They are like bossy and stuff. If kids don’t 
listen to them, they really yell at them. They just tell the people what they want 
to be done.” Cam continued, “Sometimes good players at the sports will brag 
and show off. It just escalates to misbehavior.” 
Students thought that Mr. Softball should give the two groups different 
instructional tasks. Jacob commented, “We should separate the class by, like, if 
someone is very good and knows the rules of it then they can play basketball 
and the other people that don’t know how to play basketball can learn on the 
other side of the gym.” Alisa had similar ideas that if the teacher presented the 
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same instructional tasks, such as drills to both groups, the high skilled students 
would feel like the tasks were not challenging. She stated, 
A lot of times good players are so good and they know they are 
good so they misbehave. They should be playing pro basketball or 
something like that. They maybe go around telling everyone they [other 
students] are doing things wrong but they [good players] are really doing 
them right. They want to seem like the best players or maybe they just 
won’t participate. They just sit out because they think it’s just too baby in 
what they are doing. 
Lower skilled students preferred more instructional tasks. Pete, who saw 
himself as not very good in basketball, said, “I like drills because they help 
people catch up and get ready for the games and get used to shooting so they 
are not missing a bunch of shots for the first game.” 
Dick reinforced the idea of keeping the pace of instructional tasks going 
so students were always engaged in doing something. The teacher also had to 
change tasks within an appropriate time to keep students busy. He stated, “I 
always give the students something to do because if they get bored doing 
something that they don’t want, then they misbehave. Like if students get bored 
with drills, I make better drills-challenging drills.” 
Students Wanted Mr. Softball to Sanction Those not Participating in the Activity 
Whenever students sat on the sideline and did not participate in the 
activity, they usually misbehaved. Some students forgot their clothes and shoes, 
whereas others simply avoided participating. Cam commented that students 
who sat on the sideline would get bored after a while: “A lot of times people who 
are injured or forgot their clothes just mess around. If you are sitting, 65% of the 
time will be because you are bored and you don’t have anything to do, or you 
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don’t want to get involved in the game.” They did not engage in any activity that 
went on in the class. Alisa expressed similar ideas: 
People who are sitting on the sideline are not participating. They 
are just sitting there and doing nothing and misbehave. They just be 
sitting there when they are supposed to do something. Or they might be 
doing something that they are not supposed to be doing like hanging on 
the rim of the basketball hoop or something like that. 
Certainly, students as active adolescents could not sit on the sideline for 
whole class periods without doing something. The videotapes from Lesson 4 
showed that Emily injured her ankle and was not supposed to participate. She 
sat for a while, then got up and hit the volleyball against the wall and shot 
baskets a few times. This incident indicated that the teacher might need to give 
sidelined students some tasks to minimize opportunities for them to misbehave. 
Managerial Task Factors 
These participants pointed out weaknesses of the teacher’s managerial 
skills, citing lack of prevention of misbehavior before it happened and not 
intervening immediately whenever it occurred. Students commented that they 
would behave better if the teacher held them accountable and established clear 
rules, as well as presenting the consequences of breaking rules, and tried to 
stop misbehaving students. 
Lack of a Strong Accountability System 
Data from all sources indicated that Mr. Softball did not have a strong 
accountability system for his teaching because grading was based only on 
dressing for activities and participating. Moreover, he did not always monitor the 
class during both instructional and managerial tasks. If he did monitor, he could 
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not keep his eyes on all students (20). He usually refereed the two teams (10 
were playing and 3-4 were substitute players) and left the other team 
unsupervised. Although he gave an instructional task, which was shooting 
around, he did not interact with those students. It was clear to students that they 
were not being watched during shooting or waiting for their turn. This created 
many opportunities for them to misbehave. 
Students perceived the significance of teacher monitoring because it 
helped minimize misbehavior. They knew that the teacher should watch the 
whole class to see what students were doing. Dick said, “Be watching everyone 
at all times. I’d put some teacher aides or something to watch the whole class. 
It’s always an eye on them all the time.” Mark continued, “Keep their eyes to all 
of them. Make sure that they are behaving and listening. You can get them 
through the session. Make sure they are behaving and explain to the whole 
class about it.” 
Some students suggested that Mr. Softball should have more teachers or 
student aides to help him so that they could watch every student and make sure 
that students were doing what they were expected to do. Gale recommended, 
“I’d probably get one more teacher. When there is one more teacher watching 
you, there is less time they get to fool around. Mr. Softball couldn’t be in twenty 
places at one time so there should be one more teacher. ” Cam agreed with this 
idea, adding: 
Add a few aides for the gym teacher. It can be a teacher who is 
interested in gym, who can help out. It will bring down their misbehavior 
too because while he is refereeing the game, they can be shooting around 
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and have everybody helping them keep their attention, preventing 
misbehavior in general. 
Need for Clear Rules and Consequences of Breaking the Rules 
Mr. Softball needed to establish rules to smooth his instructional and 
managerial tasks. For instance, he might introduce rules of how to treat 
equipment appropriately. Victor stated, “If the teachers kind of have pretty good 
rules, so students behave well. If I am the teacher, I would make the rules 
bigger.” 
The consequences of breaking rules should be presented to students so 
they know what would happen if they misbehaved. David suggested, “Maybe 
make punishment a little more strict if students misbehave. They know what is 
going to happen to them and they really don’t want to get the punishment, so 
they will be less likely to misbehave.” The consequences should be different 
based on the severity of the misbehavior. The greater the severity, the stronger 
the punishment could be. Dick stated, 
I guess if you misbehave in a higher level like getting into a fight or 
hitting the kids, then you should get a better punishment. You get 
suspension or something like that. The higher the degree of misbehavior, 
the higher the punishment should be. 
It was necessary for Mr. Softball to enforce the rules for the whole year, 
starting from the beginning of the semester. Nero emphasized this idea, 
explaining, 
The teacher can be more strict about rules and don’t give students 
50 chances. After strike three, if you do it one more time, you are out. I 
mean they should be strict from the very first day because then the kids 
will be serious about it. 
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In addition, some students thought that Mr. Softball also needed to 
develop certain routines to facilitate his instructional and managerial tasks. If 
students usually misbehaved (e.g., shooting, kicking the ball) while Mr. Softball 
was talking to the class, he then needed to establish a listening routine so that all 
students were quiet. Hatch gave an example: “The teacher holds the basketball 
until he is done talking. Put them somewhere before we start and then give 
them out.” Some more routines would help minimize misbehavior. 
Need for Teacher to Address Misbehavior 
Mr. Softball did not react to appropriate behavior. Instead, he paid more 
attention to students who misbehaved and caused problems. He let low 
severities of misbehavior, such as kicking the ball, happen. But he responded to 
misbehavior that he perceived as disrupting his teaching and/or other students 
and to any behavior that related to individual safety, such as climbing the 
balcony. 
In order for Mr. Softball to minimize misbehavior in his classes, students 
thought that he should respond more often to misbehavior incidents even if they 
were only low severity. Nero said, “The teachers shouldn’t ignore it. They 
should do what they are supposed to do. ” If the teacher did not stop 
misbehaving students, they had a tendency to do it again. Alisa suggested 
several steps for addressing misbehavior. She explained, 
I think that the teachers can probably tell students to stop what they 
are doing. Don’t do that and then if they keep on doing it, get mad at 
them, give them a penalty, because they shouldn’t be misbehaving ... 
Every time teachers see someone misbehave even a little, get mad at 
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them and give them a few warnings. Then if they keep doing it, give them 
a detention or send them away. 
Mr. Softball would have to help students learn to distinguish between 
acceptable behavior and misbehavior instead of assuming that students would 
learn this distinction from each other. He could respond to appropriate behavior 
as well as misbehavior so that students would learn more quickly what he 
expected. 
Social Factors 
Unlike instructional and managerial task factors that were more likely to 
cause student misbehavior, social factors apparently caused students to either 
behave well or misbehave. Students reported peer pressure and seeking 
attention as the two social factors that most influenced them to misbehave. 
Peer Pressure 
Most students agreed that their peers had great influence on whether or 
not they would misbehave at certain times. Dick commented, “If your peers are 
misbehaving, that makes you feel like you have to do it too. You feel like 
pressure because you want to be part of the gang. So you will misbehave. If 
they don’t misbehave, then that will be a reason not to misbehave also. ” Victor 
had a similar idea of how the role of peer groups played on misbehavior. He 
explained, 
Some groups are pretty good groups and some groups make 
trouble and everything. If the person is different from the group, that is 
going to be very hard for the person act different from their own groups. 
I mean if the group know each other pretty well and the teacher tells them 
to do something but the group wants to do something else and they will 
go together. The person in the group has to do it too. 
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Group members would try to be together whenever they had 
opportunities. They also acted in a similar manner. Nero commented, 
Like if they have certain ways then their friends act that certain 
ways so they are like in a group. Most of the time I see is that the peer 
group influences fooling around. Like if they are in the group, when you 
sit down and gather around to hear the teacher, they sit together and if a 
few kids fooling around in their peer groups, other kids fooling around and 
they copy them and they fool around with them. 
If their peers played sports well, this helped members to work hard and try 
to be as good as they were. Hatch, for example, tried very hard to perform well, 
e.g., shooting from the foul line. She realized that it was hard to put the ball into 
the hoop from the foul line because she was small in size compared to others but 
she kept trying. She stated, 
If all your friends are shooting the basket in one way at the same 
spot but you can’t shoot that far away something like that, they can just 
get mad at you. Most of people I hang out with are pretty good at 
basketball so I think it’s kind of hard on me because I am like playing with 
all people who can shoot the basketball or make every foul shot and I 
can’t. 
Basketball was one of the team sports that students always practiced and 
played with others. They were not given many instructional or managerial tasks 
that each student could do by him/herself. Peer interactions were common 
events which usually happened from day to day because of the team sport focus 
of this unit and the teacher’s conception of instructional tasks. 
Peer interactions could be positive or negative. Negative interaction 
events might lead some students to misbehavior, such as avoiding participation. 
Sometimes students objected to particular classmates and they did not want to 
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play together with them. Mark described an example of students who did not like 
some of their classmates. He stated, 
Sometimes people don’t like other people and they don’t want to 
play with them--have them on their teams or on the opposite teams. They 
want to have their friends competing with them instead of a lot of people 
that they don’t like. Sometimes they don’t like their teammates because 
they are not popular or nobody really likes them. These lead to 
misbehavior. 
Negative social interactions among students were often subtle so that 
they were not easy for the teacher to notice. Hatch felt that Nero usually argued 
with her so she did not want to have any social contact with him. She did not 
even want to pass the ball to him during practice or game play. She said, “It 
[basketball unit] could be funner if I have different kids in my class because Nero 
was in basketball and he just annoyed me to death~[he would] not stop arguing. ’ 
Peer interactions could be physical or verbal. Pete explained verbally 
negative interactions that caused misbehavior: “Most of the time someone said 
something that they don’t like so they go after them. Sometimes they hit them or 
kick them. It’s usually something that they don’t like the other person said. ” Nut 
added, “If students are picking on you, it can make you feel bad.” 
Mr. Softball tried to develop positive interactions among students. He 
stated that he did not want anyone to make bad comments to classmates, 
especially with regard to performances. He usually responded to negative 
comments that students made to others. For example, when he heard 
Stephanie critique her teammates about passing the ball, Mr. Softball 
responded, “mind your own business.” He explained, “Sometimes kids make a 
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comment about somebody else’s play, like, ‘why don’t you pass the ball?’ or ‘why 
don’t you do something like that?’. They made negative comments toward each 
other.” 
Seeking Attention 
Students could gain attention by either behaving or misbehaving. Dick 
provided an example: “Sometimes there is a negative attention and positive 
attention. Negative attention like misbehavior. Positive attention like you are 
doing something good.” Misbehavior received attention from the teacher more 
quickly than appropriate behavior because Mr. Softball simply did not respond to 
acceptable behavior. 
Most participants perceived that one of the reasons students misbehaved 
was because they were seeking attention. By misbehaving students could get 
others to watch or to laugh. Alisa stated, “They just like to show off and get 
attention because when they misbehave sometimes they get attention. Like, if 
they are misbehaving, I might give them attention by watching them and then 
they get what they want.” Gale agreed, “Well, I watch and see what they were 
doing.” Meagan explained that she usually laughed a lot if it was a funny 
misbehavior incident. She gave an example when Jeff misbehaved in a 
bombardment game and all students, as well as Mr. Softball, laughed at him. 
This reinforced him to misbehave because he received attention. She said, 
“Misbehave to get attention from other students. Like sometimes you did a 
stupid thing just to get people to laugh.” 
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Attention that students gain from other students, the teacher, or both 
would help misbehaving students to become popular. Mark said, “sometimes 
they want to get attention from other kids. They want to be known. ” Hatch 
shared similar ideas, commenting, “They want attention from the teacher or they 
want to be noticed. They may try to do things that they know that they shouldn’t 
to get attention. They get help but not in the right way.” Pete added, “Students 
misbehave because they want to get attention from anyone and that’s the only 
way they will get attention. They try to be the best and have Mr. Softball notice 
them.” 
Summary 
I have presented results of the study based on an integration of data from 
all methodologies: shadowing a teacher, critical incidents, interviews, videotaping 
class sessions, and audiotaping stimulated recall sessions. Findings were 
organized into five main sections: the school context, Mr. Softball’s general 
instructional, social and managerial ecology, categories of misbehavior noticed 
by students and the teacher, analysis of misbehavior, and reasons why students 
misbehave. 
Mr. Softball’s instructional ecology was similar for all units. He provided 
more practice drills for the first few classes with no game play. Students spent 
more time in playing games and less time performing drills for the last several 
classes of the unit. 
With regard to the managerial ecology in Mr. Softball’s classes, he had 
limited strategies for addressing misbehaving students. His RREs neither helped 
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students learn to distinguish between acceptable behavior and misbehavior nor 
promoted a fast pace for teaching because the RREs were both generic and 
fuzzy. 
Mr. Softball’s social ecology seemed to evident within most lessons. 
Although he did not directly set up social tasks, drills and skill practices that he 
assigned provided ample opportunities for social interaction. Students were 
allowed to talk most of the time so long as they did not interfere with the class. 
Misbehavior events that students reported could be classified as verbal, 
physical and RRE-related. Types of misbehavior that were observed in most of 
Mr. Softball’s classes were: using inappropriate language, talking, fooling 
around, and not listening. Students viewed misbehavior as a continuum ranging 
from appropriate behavior to high severity. There were no clear boundaries to 
determine the severity of each misbehavior along the continuum because 
severity was most likely to be based on individuals’ interpretations. 
Analysis of misbehavior using Doyle’s ecological approach revealed that 
misbehavior could occur within the instructional and managerial task systems, 
particularly during transitions. Social tasks also happened in both instructional 
and managerial task systems and most of these were initiated by students. 
Misbehavior was a situated event that can be best identified in its context. 
The main contextual components for understanding each misbehavior incident 
were: who misbehaved, when it happened, how it affected the class, and how 
the teacher responded to the event. 
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Reasons students gave for misbehaving clustered around instructional, 
managerial, and social factors. Social factors, such as peer pressure, could 
cause students to misbehave. Similarly, lack of effectiveness in how Mr. Softball 
presented his instructional and managerial tasks could lead to misbehavior. 
Unclear instructional tasks combined with a weak accountability system, for 
example, provided high opportunities for students to misbehave. 
Misbehavior in this study did not create a ripple effect because most 
students and the teacher did not usually notice when someone misbehaved. If 
they saw, they would keep doing what they were supposed to do. They were 
more likely to respond differently from case to case if the misbehavior was 
toward them or within their social clique. Misbehavior seemed to be common in 
most of Mr. Softball’s classes regardless of how much students liked the units or 
their teachers. Students were less likely to misbehave or misbehaved with less 
severity, however, if they enjoyed or liked the units. 
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CHAPTER V 
DISCUSSION 
This chapter focuses on interpretation of data and making meaning of 
what participants have reported. The chapter is divided into four sections: (a) a 
brief overview of the study, (b) discussion of results with reference to the 
literature, (c) implications, and (d) conclusions. 
Overview of the Study 
This study was designed to explore misbehavior from the students’ and 
the teacher’s perspectives. Five research questions were investigated: (a) what 
do students do when they misbehave in physical education classes? (b) what 
reasons do students have for misbehavior in physical education classes? 
(c) what do teachers and other students do when student(s) misbehave? (d) 
what contextual factors are associated with students’ misbehavior in physical 
education classes? and (e) how do students and teachers make meaning of 
(define, describe) misbehavior in physical education classes? 
Data were gathered through shadowing a teacher, critical incidents, 
interviews, videotaping class sessions, and audiotaping stimulated recall 
sessions using the videotapes. All data were analyzed using constant 
comparison and triangulation (Lincoln & Guba, 1985). 
Discussion of Results 
Mr. Softball was more likely to promote a positive environment which 
provided an enjoyable and social experiences for students. Although he stated 
that learning was one of his teaching goals, he did not consistently make that 
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goal a focus of his actual classroom. That is, his words and actions did not 
match. The result was that his program of action can be described as casual: 
students were expected to participate, cooperate and have a good time. 
Findings will focus on misbehavior in Mr. Softball’s casual program of 
action within the overlapping instructional, managerial, and social task systems. 
Five major aspects were found to be associated with student misbehavior and 
each was highly likely to provide numerous opportunities for students to 
misbehave. This was similar to teachers’ classes in previous studies (Doyle, 
1986; Kounin, 1970; Siedentop, 1991). 
1. Weak RREs: RREs that Mr. Softball established focused on students’ 
being good members of the class instead of facilitating his instructional and 
managerial task systems. 
2. Loose accountability and the absence of intervention: Mr. Softball held 
students accountable by passively monitoring the class but he neither 
demonstrated withitness while he monitored nor did he intervene on misbehaving 
students. 
3. Lack of effectiveness in organizing and delivering instructional tasks: 
Mr. Softball did not present clear explicit instructional tasks so he could not 
maintain a fast pace of teaching. 
4. Influences of a student social system: Mr. Softball created a class 
environment in which students engaged too much in social agendas and paid too 
little attention to completing instructional and managerial tasks. 
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5. Influences of the workplace: Norms of teaching physical education in 
this workplace did not drive Mr. Softball to help students learn or to maintain 
order to insure that students were on-task and well behaved. 
Weak RREs 
Mr. Softball introduced only a few RREs which focused solely on dressing 
appropriately for activities. In addition, his RREs were more heavily weighted 
toward “being a good member” of the class than toward support of learning, for 
instance by participating in the activities and cooperating with instructional tasks. 
Those RREs neither helped strengthen the learning vector nor supported 
instructional and managerial tasks. As a result, Mr. Softball did not demonstrate 
a continuous flow of teaching. Whenever he stopped the class, some students 
would misbehave and it took him a while to get everyone to listen to the 
instruction. His established RREs did not help students learn what acceptable 
behaviors were. 
Effective teachers establish clear RREs to support their instructional and 
managerial tasks at the beginning of the school year (Brooks & Hawke, 1987- 
1988; Emmer, Evertson & Anderson, 1980; Evertson & Emmer, 1982; Fink & 
Siedentop, 1989; O’Sullivan & Dyson, 1994). Mr. Softball could improve his 
teaching by establishing more RREs that supported his teaching, provided a fast 
pace of instructional and managerial tasks, and also prevented students from 
misbehaving (Fink & Siedentop, 1989; O’Sullivan & Dyson, 1994; Siedentop, 
1991). 
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Mr. Softball established his particular combination of a few explicit 
combined with many implicit rules and routines. Explicit rules and routines would 
have helped students learn quickly how to behave and to become good 
members of the class. Implicit rules and routines took a longer time to learn and 
the data showed how students interpreted them differently. For instance, some 
learned to hold the balls when the teacher gave instructions because they 
observed that the teacher tried to stop others from bouncing the balls, but other 
students continued bouncing them. 
A few explicit rules and routines in Mr. Softball classes helped narrow the 
boundaries of acceptable behavior and misbehavior. Further, breaking rules was 
considered as misbehavior. For instance, whoever did not dress in proper 
clothes was misbehaving because Mr. Softball’s student rules and routines 
dictated dressing out. Since literature indicates that effective teachers present 
clear rules and routines (Brooks, 1985; Evertson & Emmer, 1982; Fink & 
Siedentop, 1989; Jones, 1992), Mr. Softball should teach clear RREs to 
students. This would not only assist students to distinguish quickly between 
appropriate behavior and misbehavior, but would also allow for fast-paced 
managerial and instructional tasks (Fink & Siedentop, 1989; Kounin, 1970; 
O’Sullivan & Dyson, 1994). 
Mr. Softball neither helped students learn about RREs nor did he inform 
students what actions he considered to be misbehavior when he initially 
presented RREs to the class. He expected students to learn them from other 
students. He also simply assumed that students would learn RREs over time. 
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Students reported that they learned to differentiate between acceptable behavior 
and misbehavior by observing Mr. Softball respond to misbehaving students. 
After attending his classes for a while, students figured out his boundaries. 
Researchers have found that effective teachers help students learn RREs 
by allowing them to practice and giving them feedback (Evertson & Emmer, 
1982; O’Sullivan & Dyson, 1994; Sanford & Evertson, 1981; Siedentop, 1991). 
Instead of leaving students to learn many RREs informally by themselves, Mr. 
Softball could directly help them to learn because the more precise a teacher is 
regarding expected behaviors and their consequences, the easier it is for 
students to learn these and comply with (Brooks, 1985; Doyle, 1984; 1986; 
Emmer, Evertson & Anderson, 1980; Gum, 1967; Moskowitz & Hayman, 1974; 
Siedentop, 1991). 
Mr. Softball only reacted to misbehavior and never reinforced acceptable 
behaviors. Furthermore, since some of his RREs were implicit, lack of feedback 
about appropriate adherence to RREs forced some students to learn only by 
observing and following their peers. Literature indicates that teachers should not 
only try to catch misbehavior but also respond to appropriate behavior (Doyle, 
1986; Gettinger, 1988; Siedentop, 1991). This is one way to help students 
adjust to RREs and be able to distinguish between acceptable behavior and 
misbehavior. 
Routines that Mr. Softball established were about housekeeping (e.g., 
putting school clothes in the baskets) rather than routines which would facilitate 
managerial and instructional tasks related to learning, such as class gathering 
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routines or routines designed for getting and putting away equipment. The 
absence of instructional routines provided students with more opportunities to 
misbehave, further weakening the overall learning vector and pace of teaching. 
Students misbehaved most during long transitions when Mr. Softball usually 
gathered the class or needed students’ attention. Much misbehavior around 
RREs could have been reduced or even prevented by teaching students clear 
rules and routines and allowing them time to practice. 
The expectations that students held for their classes were learning and 
having fun. These students looked forward to acquiring motor skills and 
improving their performance. Mr. Softball stated learning as a goal but he was in 
conflict regarding students’ socializing. He often weakened the learning vector 
by reducing instructional demands and allowing numerous opportunities for 
social interactions. Socializing became a trade off for students’ compliance in 
Mr. Softball’s classes. 
Since both students and the teacher viewed learning as a goal for 
physical education, the classes could be expected to have a very strong learning 
vector, particularly during instructional tasks. Unfortunately, Mr. Softball did not 
realize that students expected to learn from his classes, instead assuming that 
students wanted to have fun and socialize with their friends. This misjudgment 
about students’ learning goals caused Mr. Softball to reduce the number and 
complexity of instructional tasks and offer easy tasks, together with more playing 
time, which he believed would keep students enjoying the class. Instead of 
refereeing, if Mr. Softball had organized the class in 3 v 3 games, for example, 
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he could have provided students with more skill and game-related feedback 
instead of just being a referee (Griffin, Mitchell & Oslin, 1997). Previous 
researchers have found that students view physical education teachers as less 
significant in terms of helping them to learn when teachers spent a great deal of 
time organizing teams and refereeing games rather than helping students 
improve their performance (Fernandez-Balboa, 1991; Parker, 1996). 
Unlike earlier researchers who found that most students viewed physical 
education as neither important nor “real” (Carlson, 1994; Stinson, 1993), my 
participants perceived physical education to be a significant subject both over 
the short and long terms. Although these students expected physical education 
class to be fun, they also focused on learning. They believed physical education 
should provide them with knowledge about rules of sports and psychomotor skills 
which could help them perform better. They perceived physical education as a 
subject that they could carry over and use when they played with others and 
when they were out of the school system. Thus, given a choice, these students 
would take physical education. This was an uncommon finding because most 
students in other studies have not normally given learning a high priority in 
physical education classes (Parker, 1996; Rice, 1988). 
Overall, Mr. Softball’s RREs were weak and did not serve well as a 
prevention. Most of these RREs had no consequences for not following them. 
Further, Mr. Softball did not consistently enforce them since most of them were 
implicit. This finding supported earlier researchers who found that establishing 
good RREs helped minimize student misbehavior (Doyle, 1986; Fink & 
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Siedentop, 1989; Oslin, 1996; O’Sullivan & Dyson, 1994; Siedentop, 1991). It 
was not surprising that an experienced teacher such as Mr. Softball would 
encounter a fair amount of misbehavior during his teaching. 
Loose Accountability and the Absence of Intervention 
Mr. Softball held students formally accountable by grading on appropriate 
dress and participation with effort and informally accountable by passively 
monitoring the class. Similar accountability has been found in other physical 
education classes (Jones, 1992; Lund, 1992; Matanin & Tannehill, 1994; Romar, 
1995; Tousignant & Siedentop, 1983). Mr. Softball’s monitoring was often only 
partial since he did not have the “withitness” to see what went on in the entire 
gymnasium (Johnson, 1995; Kounin, 1970). As a result, he lost considerable 
effectiveness in his managerial task system because appropriate class 
monitoring is an effective way to maintain student engagement and cooperation 
for most teachers (Ennis, 1996; Hastie & Saunders, 1990; Kounin, 1970). 
Most students misbehaved when Mr. Softball was not supervising them. 
This result replicated earlier findings which showed that the more closely 
teachers monitored the class, the less likely students were to misbehave (Hastie 
& Saunders, 1991a; Romar, 1995; van der Mars, Vogler, Darst & Cusimano, 
1994). The students in this study agreed that although Mr. Softball monitored 
the class, he was not usually "with-it”. He seldom positioned himself to see the 
entire class at once so it was not surprising that he missed many misbehavior 
incidents. Literature indicates that students quickly figure out how much 
“withitness” the teacher has and they usually have a pretty good idea about 
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whether or not teachers monitor them well (Johnson, 1995; Kounin, 1970). Mr. 
Softball could have adjusted his position, for example by standing at the side of 
the basketball court, to watch the class and interact with students more 
frequently instead of walking back and forth in the middle and not giving enough 
feedback to them. 
Regardless of whether Mr. Softball noticed misbehavior events while he 
was monitoring the class, he usually did not intervene with the incidents unless 
he perceived that the misbehaving students disrupted the class or created a 
ripple effect whereby the misbehavior or other students’ attention to it spread 
throughout the class. When he responded to misbehaving students, he had 
limited techniques. This is similar to other teachers’ scarcity of techniques which 
have been found in previous studies (Duncan, 1992; Henkel, 1991; Kennedy, 
1980; Stewart, 1980; Vogler& Bishop, 1990). 
The ripple effect in this study was caused by the teacher’s intervention. 
For instance, all participants reported that they noticed some incidents because 
they heard Mr. Softball yell at a student so that the whole class stopped what 
they were doing at that moment to watch. Thus, the teacher’s intervention was 
more likely to create a ripple effect than the students who originally misbehaved 
as found in previous studies (Gum, 1969; Kounin, 1970). 
Lack of Effectiveness in Organizing and Delivering Instructional Tasks 
These students reported that they did not like some instructional tasks 
that Mr. Softball assigned, particularly shooting while they were waiting to play 
games. Students thought that everyone should have the same opportunities to 
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play games or play at the same time if the main tasks were designed to help 
them gain experience in game play. They preferred game play in a variety of 
forms, such as modifying courts, rules, and number of players as indicated in 
literature (Griffin, Mitchell & Oslin, 1997; Mosston & Ashworth, 1986; Siedentop, 
Mand & Taggart, 1986). Mr. Softball’s notion of game play with complete teams 
of five in basketball (or the equivalent in other team sports) did not seem to be 
an effective teaching strategy. Data analysis indicated that many misbehavior 
incidents occurred when students practiced shooting while they were waiting for 
their turn to play in the actual games. This confirms the notion that the design of 
instructional tasks influences the opportunity for student misbehavior (Doyle, 
1979; Doyle & Carter, 1984; Hastie & Saunders, 1991a; O’Sullivan & Dyson, 
1994; Tousignant & Siedentop, 1983). 
In order to reduce opportunities for students to misbehave, Mr. Softball 
would have to prepare alternative, explicit instructional tasks rather than simply 
telling students to go and shoot baskets if they did not participate in the games. 
This finding replicated previous studies in that the lack of explicitness and 
challenge of instructional tasks led students to misbehave, such as by modifying 
tasks (Doyle, 1983; Jones, 1992; Tousignant & Siedentop, 1983). 
Mr. Softball did not demonstrate momentum in his teaching because he 
did not establish a strong system of RREs that could facilitate his instruction. As 
a result, whenever he presented instructional tasks, he always had to keep 
telling students more about RREs. If he developed clear RREs that supported 
his teaching, he would have been more effective in delivering his instructional 
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tasks. This would decrease opportunities for students to misbehave (Doyle, 
1986; Kounin, 1970). 
The absence of clear, explicit RREs that supported instructional tasks also 
prevented Mr. Softball from maintaining the pace of teaching (Kounin, 1970), 
resulting in weakening the learning vector. Mr. Softball could not move briskly 
from one instructional activity to another which led students to misbehave more 
frequently as found in previous studies (Brooks & Hawke, 1987-1988; Doyle, 
1983; Emmer, Evertson & Anderson, 1980). Clear and consistent enforcement 
of RREs is one of the factors that could help Mr. Softball do better in organizing 
and delivering his instructional tasks. 
Students in Mr. Softball’s class always had to wait for their turns during 
instructional tasks, such as performing drills and playing games. Further, Mr. 
Softball also flip-flopped managerial tasks while he was presenting instructional 
tasks in all lessons observed. The lack of continuity in his instructional tasks 
provided high opportunities for misbehavior. Mr. Softball could be more effective 
by presenting instructional tasks in a fast-paced manner so that students always 
have something to do, which would result in maximizing opportunities to 
participate and minimizing waiting time (Brooks & Hawke, 1987-1988; Fink & 
Siedentop, 1989; Kounin, 1970; O’Sullivan & Dyson, 1994; Siedentop, 1991). 
Mr. Softball’s instructional tasks were not challenging to all students 
because everyone was doing the same activities. Although he recognized the 
difference of skill levels, he did not address this issue when he assigned 
instructional tasks. Generally, students experience boredom or anxiety if the 
tasks do not match with their abilities—if they are too easy or too difficult 
(Csikszentmihalyi, 1975; 1990). Students even suggested (during interviews) 
alternative ways of presenting meaningful instructional tasks. For instance, Mr. 
Softball could provide different drills for low and high skilled students or he could 
have small group activities so that everyone would engage in the tasks at the 
same time. 
These students did not modify tasks but they reported that they performed 
assigned tasks and added their social agendas to cope with boredom from non¬ 
challenging drills. Thus, actual tasks which were loosely defined became 
teacher-stated-tasks together with their social agendas. This result confirmed 
that teacher-stated-tasks were not necessarily the same as actual tasks 
(Alexander, 1982; Siedentop, 1991; Tousignant& Siedentop, 1983). 
These students reported that they came to the class to learn something. 
If learning was one of the students’ expectations, why did most students not 
want to do drills? Students did not enjoy doing drills in the basketball unit for 
several reasons. First, students perceived that the drills they did in the class 
were repetitive because they did the same thing year after year from elementary 
to middle school. Second, some drills were almost identical from class to class, 
such as passing and the 11-person break. This lack of coherent progression of 
drills in the basketball unit made it difficult to keep the students’ interest. Third, 
students did drills with no purpose since Mr. Softball never mentioned the goals 
of each drill or how the target skills might improve students’ playing of basketball 
games. Fourth, drills always involved waiting time and usually only three or four 
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students could perform drills simultaneously. Finally, there was not enough 
feedback or verbal interaction provided for students who practiced drills because 
Mr. Softball was so busy organizing teams or refereeing the games. This 
phenomenon was also found in previous studies, thus indicating that many 
physical education teachers struggle with offering appropriate instructional tasks 
to meet student’s needs (Carlson, 1994; Tousignant & Siedentop, 1983). 
Mr. Softball tried to promote enjoyable experiences (e.g., playing games) 
as expected in most physical education classes (Parker, 1996; Placek, 1983; 
Supaporn, 1995) by offering more game play than drills. He was not aware that 
the way he organized and presented instructional tasks, such as designing drills, 
made students lose their interest. He could have structured his class in a way 
that all students would be able to play games at the same time, or he could have 
offered more challenging drills and stated clear purposes for each drill to 
contextualize it within the game of basketball. 
Mr. Softball also thought that students looked forward to playing games so 
he tried to provide more time for game play. This is similar to other teachers who 
also minimized instructional tasks because they perceived that many learning 
tasks produced a less enjoyable environment and resulted in reducing students’ 
cooperation (Siedentop, Doutis, Tsangaridou, Ward & Rauschenbach, 1994). 
Mr. Softball did not demonstrate instructional alignment which included 
stating clear goals, selecting proper teaching methods, and assessing expected 
outcomes (Cohen, 1987). Most of his instructional tasks were not fully explicit 
because he usually did not provide clear information regarding how to complete 
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tasks and how to judge successful outcomes. Although Mr. Softball’s 
instructional tasks were not clear, students did not appear to negotiate difficult or 
ambiguous tasks (e.g., the 11-person drill) to the extent indicated in previous 
studies (Doyle, 1977a; Jones, 1992; Marks, 1989; Son, 1989; Tousignant & 
Siedentop, 1983) because Mr. Softball monitored them closely when the class 
was participating in drills. Instead, they negotiated for broader boundaries on 
easy tasks (e.g., shooting) so that they could also accomplish their social 
agendas. 
Besides minimum engagement or so-called participation, Mr. Softball did 
not hold students formally accountable for instructional tasks by grading. His 
instructional tasks became suspended because students only performed to the 
extent that they were motivated as found in earlier studies (Doyle, 1983; 1986; 
Hastie, 1995; Jones, 1992; Lund, 1992; Siedentop, 1991; Tousignant & 
Siedentop, 1983). 
These students were interested in physical education and they were likely 
to cooperate with the teacher. They wanted to participate and improve their 
performance. Mr. Softball should have offered them a variety of instructional 
tasks instead of giving the same drills from class to class. In fact, he did not 
have to referee games all the time because students could play by themselves 
as illustrated in Lesson 4. In the last part of Lesson 4, ten students were playing 
with no referee and there was only one misbehavior incident. Mr. Softball did not 
referee in the units in which all students participated simultaneously (e.g., the 
badminton unit) but he moved from court to court and provided them feedback. 
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Likewise, in other units he could assign tasks in which all students could 
participate/play at the same time so that he could go around and help students 
learn more. 
Mr. Softball should not limit his role during instructional tasks to that of an 
observer, a score keeper, or a referee as found in a previous study (Tousignant 
& Siedentop, 1983) because this leads students to believe that physical 
education classes are less significant and that anyone can teach physical 
education (Fernandez-Balboa, 1991). Mr. Softball could, instead, set 
instructional tasks and help students perform them successfully in many ways 
(Griffin, Mitchell & Oslin, 1997; Siedentop, 1994). 
Like many other teachers, Mr. Softball was concerned about how to gain 
student cooperation and maintain order (Doyle, 1986; Evertson & Emmer, 1982; 
Luke, 1989; Sanford & Evertson, 1981). He offered what students wanted as a 
trade-off for students’ cooperation. For example, Mr. Softball minimized 
instructional tasks and assigned drills with options, such as shooting or playing 
games. Further, he gave easy tasks so there were no risks involved because 
students already knew how to perform the tasks. This finding corresponded to 
earlier studies in that some teachers lessen their demand for instructional tasks 
in order to maintain cooperation (Doyle, 1984; Doyle & Carter, 1984; Jones, 
1992; Siedentop et al., 1994). Mr. Softball learned to give students what they 
wanted in order to gain and maintain cooperation, in contrast to Allen’s (1986) 
study in which he found students gave what the teachers wanted in order to 
receive good grades and pass the courses. 
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Mr. Softball usually focused on a single activity instead of overlapping 
many tasks at a time in his approach to class. If he performed more than one 
task, it was in a flip-flop manner. For instance, he switched to managerial tasks 
several times while he was presenting one instructional task (11-person drill) 
during Lesson 4. Literature indicates that effective teachers are able to do well 
juggling different activities or so-called “programs of action” that are designed to 
achieve both instructional and managerial goals (Doyle, 1986; Siedentop, 1991; 
Siedentop et al., 1994). His limited juggling of instructional tasks in a large 
space such a gymnasium allowed multiple opportunities for students to 
misbehave. 
Mr. Softball’s program of action could be described as “casual” because 
he focused on active participation and enjoyable experiences rather than 
acquiring and improving motor skill performance. This was similar to programs 
of action found in other high schools where students did not expect any 
instructional intensity during physical education classes (Siedentop et al., 1994). 
Influences of a Student Social System 
Students in this study held social agendas which were similar to those 
found in previous studies (Allen, 1986; Hastie & Pickwell, 1996; Jones, 1992). 
They wanted to play and be around their friends. They achieved their social 
agendas through talking with their friends or practicing with their peer groups. 
Talking was the main strategy for students to socialize and it was allowed freely 
during most of Mr. Softball’s physical education classes. Further, participants 
reported that the physical education setting was the only environment that 
L- 
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allowed them to talk most of the time while they played with friends. Therefore, 
socializing was easily achieved and even encouraged in Mr. Softball’s classes 
because students had enough opportunities to talk and to be together in their 
own groups. 
Results from this study replicated general findings from earlier studies in 
that a student social system functioned in at least two ways, facilitating or 
hindering the learning atmosphere (Allen, 1986; Carlson & Hastie, 1997; 
Gnagey, 1975; Hastie & Pickwell, 1996; Siedentop, 1988). Students reported 
that socializing eased their learning because it made them try harder and feel 
better when they practiced within their cliques. They wanted to play as well as 
their peers because they received encouraging comments from friends. 
On the other hand, socializing weakened the learning vector and 
prevented students from learning when they engaged too much in their social 
agendas and too little in instructional and managerial tasks. Findings from this 
study showed that some students were so concerned about being with their 
friends that they ran back and forth between groups just to talk to their friends 
while practicing drills. Others stopped and talked with friends at the sidelines 
while they were playing games. For this reason, some teachers view socializing 
as a hindrance to students’ learning so that they try not to allow social tasks to 
happen in their classes (Stinson, 1993). 
In this study peer pressure played a major role in whether students would 
behave or misbehave in certain situations. Previous studies found that students 
wanted to be included and maintain good relationships with others in the same 
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groups. As a result, it was very important to act in a similar manner to their 
peers and even misbehave similarly or participate together in misbehavior so 
that they would be considered as part of the group (Gnagey, 1975; Johnson, 
1980; Mergendoller & Mitman, 1985). Most students in this study reported that 
they were more likely to do what their peers did in each situation. It was very 
important to have friends around because the majority of drills were performed in 
pairs or in groups in most physical education classes. These students reported 
that being in a physical education class without friends promoted a feeling of 
alienation, as was also found in Carlson’s study (1994). 
Peer groups also influenced how students would respond to others’ 
misbehaviors. If the misbehavior happened toward themselves or their friends, 
they would definitely pay close attention to the incident or even were biased in 
their responses. They might take their friend’s side, help friends to fight back, or 
defend themselves and their peers. It was easy to ignore and not get involved if 
misbehavior events were not associated with their close friends. Although 
students reported several possible reasons that determined how they would 
respond to misbehavior (such as who misbehaved, what they did, and how it 
affected them), the main criterion influencing their actions seemed to be their 
peer groups (Johnson, 1980). 
Influences of the Workplace 
Similar to earlier findings that a variety of factors in a workplace influence 
teachers’ teaching (McLaughlin, 1993; Pinkham, 1994; Smyth, 1995; Templin, 
1989), at least three factors at CHS influenced how Mr. Softball structured his 
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classes relative to misbehavior: the teaching responsibilities required for this 
setting, the cultural norms of his particular workplace (e.g., perceptions about 
student misbehavior), and the physical construction of the school building. 
These three aspects were likely to provide opportunities for students to 
misbehave. 
First, Mr. Softball was expected to perform two additional duties beside 
teaching, supervising the boys’ locker room and turning in an attendance sheet 
to the main office before he started the class. Mr. Softball had to supervise the 
boys’ locker room at the beginning and the end of each class. Since Mr. Softball 
always taught two seventh and eighth grade classes with Ms. Hockey at the 
same time, he was responsible for supervision of all male students in the locker 
room. Likewise Ms. Hockey supervised all female students in the girls’ locker 
room. As a result, Mr. Softball always walked back and forth between the boys’ 
locker room and the gymnasium at the beginning of the class. This allowed 
ample opportunities for students to misbehave and get away with it, particularly 
before Mr. Softball formally started the class. An example might be Events 1-4 
during the beginning of Lesson 10 as shown on Table 4.6 (page 111). This 
finding supported previous researchers who found that supervision of lockers 
was one of the job requirements for most physical education teachers (Doolittle, 
1993; Griffin, 1985; Pinkham, 1994). 
Mr. Softball was also required to take attendance and turn it in to the main 
office every time he taught physical education for seventh and eighth graders 
during the first period of the day. Although he had spoken to the Vice Principal 
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that this roll taking strategy hindered his teaching, the Vice Principal still wanted 
him to do this. Class was chaotic when Mr. Softball had to stand at the door and 
try to mark students’ names instead of getting the class started. Since students 
entered the gymnasium at different times, Mr. Softball spent a fair amount of time 
just taking roll. If some students came in after he turned in the card to the office, 
Mr. Softball would stop what he was doing and tell the students to contact the 
office. Although Mr. Softball did not agree that he should take attendance this 
way during the first period, especially when he had outdoor classes in the playing 
fields, he did it because the Vice Principal wanted him to do the same as 
classroom teachers. Similar to teachers in other settings, Mr. Softball needed to 
adjust his performance/teaching in order to meet the job’s requirements in his 
workplace (Doolittle, 1993; Locke, Griffin & Templin, 1986; Pinkham, 1994). 
Adding another duty made Mr. Softball less withit at the beginning of the class. 
This provided high opportunities for students to misbehave because Mr. Softball 
did not watch over them. 
Second, these teachers’ perceptions about students’ behavior reflected 
how teachers organize their classes and interact with students (McLaughlin, 
1993; Smyth, 1995). Teachers at CHS had similar perceptions to teachers in 
Pinkham’s study (1994) who viewed students as conscripts or members of the 
school with a wide variety of abilities. Thus, they believed that their main 
responsibility was to provide a supportive learning environment and to maintain 
students’ participation. Teachers at CHS also shared their perceptions that CHS 
was a sport-oriented school. As a result, most students liked physical education 
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and they were willing to participate and cooperate with the teachers. These 
teachers claimed that misbehavior was not a problem because most students 
participated and enjoyed physical education classes. 
Physical education teachers at CHS worked collaboratively and 
conducted two classes together very often in the gymnasium without a curtain in- 
between. They saw each others’ teaching, and none of them thought that they 
had misbehavior problems. This finding replicated previous studies that the 
cultural norms of the workplace were easily shared among the members of the 
same department and they had a strong influence on how teachers conducted 
their classes (Doolittle, 1993; Griffin, 1985; Rovegno & Bandhauer, 1997). 
Although Mr. Softball was aware that he did not see some misbehavior 
incidents while he taught the class, he indicated that he did not overlook any 
misbehaving students who caused injury or disrupted his teaching. As far as 
students listened to him whenever he wanted their attention, there was no need 
for him to be strict. Further, none of the physical education teachers perceived 
that Mr. Softball had difficulties in handling misbehavior because his colleagues 
also had casual programs of action, Mr. Softball did not see the need to change 
his managerial task system to address misbehavior (McLaughlin, 1993; Rovegno 
& Bandhauer, 1997). His casual program of action actually encouraged students 
to misbehave during the class. 
Finally, it seemed reasonable to attribute some misbehavior to the lack of 
facilities during the construction phase. Teaching facilities became a major 
concern for all physical education teachers and administrators during the 
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construction. Mr. Softball was less worried about how effective he could be than 
whether or not he would be able to have a gymnasium or a playing field for his 
classes. The teachers’ concerns about facilities were also mentioned several 
times at the beginning of the school year. 
There was no demand for programs of action in physical education 
classes from administrators because they did not seem to have high 
expectations about student learning during construction. Oftentimes the 
principal and vice principal stopped by to observe the class briefly and all that 
they asked about were the teaching areas. They seemed to be concerned about 
safety rather than the quality of teaching physical education. If only Mr. Softball 
could keep the class “busy, happy, and good”, as teachers in Placek’s study did 
(1983), he would be considered as doing his job. When Mr. Softball could not 
maintain order and keep students “good members” of the class, this was 
considered an effect of the ongoing construction project. In summary, no one 
expected Mr. Softball and other physical education teachers to do better in their 
teaching, particularly during the construction phase. 
Implications 
Although Mr. Softball is an inservice teacher, like preservice teachers he 
needed more information about how to establish and operate an effective 
classroom ecology thus minimizing misbehavior. Thus, this section will focus on 
implications that both beginning and experienced teachers may consider to make 
some changes for their classes. The intention is not to blame any teacher but 
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rather to provide input with regard to what teachers can do to optimize their 
teaching/learning environments. 
As in other subjects, teaching for learning in physical education is as 
important a goal as maintaining order (Doyle, 1986). Regardless of whether or 
not students expect to learn from physical education classes, teachers must help 
students to learn. Teachers can influence students’ learning by conducting good 
classes. They can present managerial and instructional tasks in a smooth 
flowing manner to help strengthen the learning vector so students improve motor 
skills and game performance. If teachers do not influence students’ learning, 
students will later not perceive the significance of having physical education 
classes or having physical education teachers to teach the class. Like teachers 
of other subjects, physical education teachers have a responsibility to help 
students learn. If not, physical education classes will probably not exist in the 
school curriculum in the future. 
Mr. Softball’s class monitoring was not effective because he was not 
“with-it” enough to realize what went on in the class. Teacher educators can 
help to prepare preservice teachers to be more skillful in observing and 
interacting with students while they monitor the entire class rather than simply 
walking back and forth without saying anything to students. Videotapes of 
monitoring classes and discussion, for example, might be useful strategies for 
helping preservice teachers to learn. Although Mr. Softball is not the only 
teacher who observes classes without interaction (Tousignant & Siedentop, 
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1983), it is time for physical education teachers to demonstrate more effective 
class monitoring skills than they typically do. 
Teachers, both preservice and inservice, need assistance in learning how 
to prevent misbehavior, how to handle misbehavior effectively, and how to 
provide instruction so that every student engages in the tasks. This information 
is usually included in methods courses for teaching physical education. 
Teachers should be able to develop a strong discipline plan that includes a 
prevention system (acting before misbehavior happens) rather than relying 
mostly on remediation (addressing misbehavior when it has already occurred). 
Teacher educators could emphasize these issues in order to help preservice 
teachers build confidence in handling misbehavior. Such instruction hopefully 
builds a strong base from which they can continue to learn once they become 
inservice teachers. 
Playing games with full teams (e.g., 5 on 5 in basketball) seemed to be a 
common strategy that many teachers use in teaching team sport curricula. 
Students in this study did not like full game play because they always had to wait 
so long before having an opportunity to participate actively. Further, it was not 
challenging to play the same team over and over. They liked to play with small 
groups of different teams. Of course, this would take more effort in preparing 
lessons but, in turn, students would be more likely to learn and engage in the 
activity because nobody would have to wait. Adding several methods of 
teaching in pedagogical methods courses, such as a tactical approach, a 
spectrum of teaching styles, and sport education curriculum (Griffin, Mitchell & 
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Oslin, 1997; Mosston & Ashworth, 1986; Siedentop, 1994), will benefit preservice 
teachers in the future. 
Findings confirmed that social tasks existed as part of the overall ecology 
in this physical education setting, as in earlier studies (Carlson & Hastie, 1997; 
Hastie & Pickwell, 1996; Hook & Tannehill, 1995; Jones, 1992). Students and 
the teacher perceived that social interaction was important for them, especially 
talking. Thus, teachers should find strategies to integrate social tasks in their 
teaching in a way that promotes student learning, for example through 
cooperative learning or sport education (Siedentop, Mand & Taggart, 1986; 
Slavin, 1988). It is not reasonable to prevent students from socializing, 
especially talking to each other, because this is one of the opportunities that 
students look forward to when they participate with partners or small groups. It 
may be important for the teacher to teach students specifically when to talk 
without interrupting the class as one of the explicit RREs so that it will enhance 
their learning. Since teaching situations differ in each sport unit, socializing in a 
basketball unit may take different forms than in a dance unit. How and when to 
integrate social tasks in different physical education activities can be a future 
research topic because there are no concrete answers at this point. 
Misbehavior in this study was investigated in a team sport unit. Further 
studies can focus on individual and dual sports because misbehavior may take 
different forms than the results found in this study. In addition, the study was 
conducted during a construction stage in which all physical education teachers 
restructured their teaching based on the facilities and equipment available. Thus 
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a similar study can be conducted during normal conditions at middle school and 
high school levels. 
This study found that students and the teacher perceived a continuum of 
misbehavior severity but how they classified the boundaries of misbehavior was 
unclear. How individuals determine severity of misbehavior and whether there is 
a relationship between perceived severity of misbehavior and individuals’ 
responses to each degree of severity can be investigated further. 
Finally, stimulated recall videotape sessions appeared to be an effective 
method. Further studies regarding misbehavior can be conducted using this 
methodology in different physical activities and grade levels. 
In closing, all efforts that teacher educators integrate in their pedagogical 
courses will help preservice teachers to be aware of several aspects related to 
misbehavior, including how to prevent and minimize them. The more information 
physical education teachers provide to preservice teachers, the more likely it is 
for them to be well prepared and address misbehavior successfully. Once they 
become inservice teachers who enter professional careers, they will continue to 
learn and be able to apply their knowledge and skills to enhance their teaching. 
Conclusions 
Misbehaviors were common events in Mr. Softball’s physical education 
classes that took place in many forms. Students could verbally and physically 
misbehave as well as disregarding RREs. For instance, they might be yelling at 
others, pushing each others or dressing inappropriately for physical activities. 
Most of the kinds of misbehavior that students did were similar to those found in 
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earlier studies (Duncan, 1992; Ennis, 1996; Henkel, 1991; Kennedy, 1980; 
Lesley, 1981). 
Reasons for misbehavior that students reported were associated with 
what the teacher did during his instructional and managerial tasks. The lack of 
teacher effectiveness in class management to support instructional tasks allowed 
students to misbehave more frequently. Likewise, the absence of fast pacing in 
presenting instructional tasks caused the teacher to deal more frequently with 
managerial tasks. Further, student social task systems, such as social agendas, 
encouraged students to misbehave since physical education classes are highly 
social by nature (Carlson & Hastie, 1997; Siedentop, 1991). 
These students and the teacher did not usually notice when student(s) in 
the class misbehaved because most misbehavior events happened within small 
groups or in a short period of time. For this reason, students and the teacher 
kept on doing what they were supposed to be doing. If the teacher or students 
noticed misbehavior, they responded differently from situation to situation. 
The lack of facilities during this construction phase appeared to be a 
major contextual factor that maximized opportunities for students to misbehave, 
particularly on a bad weather day when there was more than one class using the 
gymnasium. The particular sports unit offered each time also was associated 
with student misbehavior because if students chose units they liked, they were 
more likely to cooperate better. 
These students referred to misbehavior as doing something that they are 
not supposed to do or not doing something that they are supposed to do. 
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Similarly, Mr. Softball defined misbehavior as when students physically or 
verbally disrupted the class. 
For these students, physical education was a meaningful subject instead 
of a marginalized one as found in earlier studies (Carlson, 1994; Parker, 1996). 
Learning was one of the goals which Mr. Softball and his students held for their 
class. In addition, students expected physical education classes to be fun, which 
replicated a general result from previous studies (Carlson, 1994; Griffin, 
Chandler & Sariscsany, 1993; Stinson, 1993; Supaporn, 1995). Liking physical 
activities did not guarantee that the class would be free from misbehavior. 
Rather, it was only an indication that students would be more likely to cooperate 
and participate in the class. 
In conclusion, although misbehavior was a common event in Mr. Softball’s 
classes, it did not interrupt his casual program of action in the classroom. In this 
study, only 25% of misbehavior incidents were noticed by students and the 
teacher and most of them were not high in severity. Thus, misbehavior did not 
disrupt the flow of the class. In fact, less effective teaching, particularly in 
delivering managerial and instructional tasks, was more likely to prevent students 
from learning than misbehavior. In addition, the absence of strong accountability 
in Mr. Softball’s classes encouraged students to perform given tasks only to the 
degree that they were motivated, thus weakening the learning vector. Mr. 
Softball could change his program of action towards a more effective ecology, 
from casual to intentional. By gearing his program of action toward intensive 
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learning tasks and tightening accountability, he would help students to achieve 
the learning goals that he and the class set for themselves. 
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Teacher Consent Form 
My name is Salee Supaporn. I am a doctoral student at the University of 
Massachusetts. As part of my doctoral program, I am conducting a study 
regarding student behavior at __. | am interested in 
observing physical education classes. 
I will visit the school several times from September to December 1996. 
During September, I will shadow and observe your classes for four weeks. Then 
during the first indoor unit, I will videotape one of the seventh and eighth grade 
classes you teach and then watch 3-5 videotapes with you. I will also interview 
you concerning several aspects of what students do in physical education class. 
These activities will not interfere with the classes at all because I will complete 
them during your free time (except videotaping the class which needs to be done 
during regular physical education class). I will also interview and review 
videotapes with several students. 
After reading this form, if you agree to participate, please sign below. I 
then will contact you during my school visits to arrange mutually convenient 
times for interviewing and watching videotapes. The conversations will be tape 
recorded and later transcribed by me. Neither your name nor any identity 
information will be used in any report; pseudonyms will be used instead. Your 
comments will be kept entirely confidential and I will not discuss your comments 
with other teachers or anyone else in the school. 
After agreeing to participate, you may withdraw from the study at any 
time. Your signature in the space marked “Signature” below indicates that you 
have read this form and agree to volunteer to participate. 
I will be pleased to answer any questions that you may have with regard 
to the study. Please call me at home (413) 546-1548 or at the University of 
Massachusetts (413) 545-2323. My co-advisors, Professor Patt Dodds and 
Linda Griffin, are also available to answer questions and can be reached at (413) 
545-0529 or 545-2336. 
Participant Signature: _ 
Please print name here:_ Date 
Researcher Signature: _ Date 
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Parent Consent Form 
To: Parents or guardian of ___ 
My name is Salee Supaporn. I am a doctoral student at the University of 
Massachusetts. As part of my doctoral program, I am conducting a study 
regarding student behavior at_. I am interested in 
observing, videotaping, and talking with students about their perceptions on a 
variety of things students do in physical education classes. 
I would visit the school several times from September to December 1996. 
During September, I would like to observe your child’s class and videotape some 
lessons. After my observations, I will ask your child to be interviewed and watch 
3-5 videotapes with me. I am requesting your permission to interview your child 
and watch videotapes with him/her. The interview will focus on several aspects 
of what students do in physical education class. 
Since your child will spend 4-5 extra hours for this project during his/her 
study hall and after school times (one or two hours each week), I will pay him/her 
$ 4 per session (each session lasts about 35-50 minutes) as soon as we finish 
the activities in each session. 
The actual names of the school, school district, and participants will never 
be used when I talk or write about this work; pseudonyms will be used instead. 
Neither individual identity nor any information given by the participants will be 
disclosed to anyone else. I will not discuss what your child said with other 
students, teachers or anyone else in the school. Whether your child participates 
or not will not influence your child’s grade in physical education classes. 
I would appreciate your signing this form and having your child return it 
directly to me in the envelope provided. Participation in this study is voluntary 
and your child may withdraw from the study at any time. 
I will be pleased to answer any questions that you may have with regard 
to the study. Please call me at home (413) 546-1548 or at the University of 
Massachusetts (413) 545-2323. My co-advisors, Professor Patt Dodds and 
Linda Griffin, are also available to answer questions and can be reached at (413) 
545-0529 or 545-2336. A copy of this form is enclosed for your records. 
Sincerely, 
Ms. Salee Supaporn, M.S. 
Doctoral Candidate, Physical Education Teacher Education Program 
Parent Signature: ___ 
Please print name here:___ Date 
Researcher Signature:___ Date 
199 
Student Consent Form 
My name is Salee Supaporn. I am a doctoral student at the University of 
Massachusetts. As part of my doctoral program, I am conducting a study 
regarding student behavior at___I am interested in 
observing, videotaping, and talking with you about your perceptions on a variety 
of things students do in physical education classes. 
I will visit the school several times from September to December 1996. 
During September, I will observe your class for four weeks. Then during the first 
indoor unit, I will videotape your class and then watch 3-5 videotapes with you. I 
will also interview you two to three times concerning several aspects of what 
students do in physical education class. Lastly, I will ask you to review and 
clarify interview transcripts sometimes during the Spring of 1996. These 
activities will not interfere with your class at all because I will complete them 
during your free time (except videotaping the class which needs to be done 
during regular physical education class). 
Since you will spend 4-5 extra hours for this project during your study hall 
and after school times (one or two hours each week), I will pay you $ 4 per 
session (each session lasts about 35-50 minutes) as soon as we finish the 
activities in each session. 
After reading this form, if you agree to participate, please sign below. I 
then will contact you during my school visit to arrange mutually convenient times 
for interviewing and watching videotapes. The conversation will be tape 
recorded and later transcribed by myself. Neither your name nor any identity 
information will be used in any report; pseudonyms will be used instead. Your 
comments will be kept entirely confidential and I will not discuss your comments 
with other teachers or anyone else in the school. 
After agreeing to participate, you may withdraw from the study at any 
time. Your signature in the space marked “Signature” below indicates that you 
have read this form and agree to volunteer to participate. 
I will be pleased to answer any questions that you may have with regard 
to the study. Please call me at home (413) 546-1548 or at the University of 
Massachusetts (413) 545-2323. 
Sincerely, 
Ms. Salee Supaporn, M.S. 
Doctoral Candidate, Physical Education Teacher Education Program 
Participant Signature:_(Phone)_ 
Please print name here:_ Date_ 
Researcher Signature:_ Date_ 
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A BEHAVIORAL FORM 
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A Behavioral Form 
Please recall and describe below an incident in one of your physical 
education classes at ___School in which you or your 
classmates misbehaved. Describe that day and tell me about the class, 
including exactly what you, your classmates, and teacher(s) did which helped 
you to remember that day so clearly. It is important to describe exactly what was 
going on and what people were doing. 
Continue on back of page if you need extra space. 
When used to describe students in school, what do you mean by the term 
“misbehaved”? 
PLEASE PROVIDE THE FOLLOWING INFORMATION ABOUT YOURSELF: 
1. Gender; please check: _Male _Female 
2. Grade in school; please check:_(7)_(8) 
3. What activity or sport was being taught on the day you described above 
_? 
(Name of the activity) 
Continue on back of page if you need extra space. 
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INTERVIEW PROTOCOLS 
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Student Interview Protocol 1 
1. Please tell me what activities and sports you have had in gym class this year. 
2. Please describe a particular gym class you remember when the students 
were “well-behaved”. 
Probe: a. Describe the class and tell me about the situation; what was 
going on? 
b. What activity was it? 
c. Who taught the class? 
d. What did you, your classmates, and teacher(s) do? 
e. What kind of classes do you think encourage students to 
behave well? 
3. When you describe students in school, what do you mean by the term 
“well-behaved”? 
4. Please describe an example of what students might do if they were 
misbehaving in your gym class. 
Probe: a. In what activities or sports did misbehaviors happen? 
b. Who taught the class? 
c. Did everyone participate in misbehavior or was it more an 
individual act? 
d. Did the teacher notice the misbehavior? 
If yes: What did he/she do? 
If no: Why do you think the teacher did not notice that? 
e. How did student misbehavior affect you as a member of the 
class? 
5. Thinking about the students in your gym class, what do you mean by the 
term “misbehavior”? 
6. Why do you think students misbehave in gym class? 
7. Have you ever actually misbehaved? Why or why not? 
Probe: If yes: What did you do? 
If no: a. Have you ever thought about misbehaving? 
b. When did you think about it? 
c. Could you describe the classes in which you considered 
misbehaving? 
d. In what kind of classes do you think students are most 
likely to misbehave? 
Give student(s) a list of words/phrases 
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8. Please look at a list of words or phrases on the card and underline if you think 
these words or phrases are associated with misbehavior in some ways. 
- attitude 
- good players (high skilled) 
- poor players (low skilled) 
- boys 
- girls 
- peer group 
- the gym teacher(s) 
- types of activities e.g., basketball, softball etc. 
- opportunity to choose activities 
- other things (please specify) _ 
Probe: Please explain more about each word/phrase you chose. 
To what degree do you see each of those connect to student 
misbehavior? 
9. What do you think teachers can do to prevent misbehavior in gym classes? 
10. What do you think students can do to prevent misbehavior in gym classes? 
11. Why would either teachers or students want to prevent misbehavior? 
12. What should teachers do when misbehavior does occur? 
13. Are most of the students in your gym classes well-behaved or poorly 
behaved? 
14. What else can you tell me about students’ behavior in gym class to help me 
understand more about it? 
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Student Interview Protocol 2 
1. Please tell me what are two or three of your favorite sports? 
Probe: a. Do you play any sport after school at CHS or somewhere else? 
b. If so, what do you play? 
2. If gym classes are offered as elective courses, will you take gym? 
Why or why not? 
3. If you had to rate from 1-5 (1 = least, 5 = most) how much you like gym, what 
would be your rating? Why? 
4. If you had to rate from 1-5(1= least, 5 = most) how much you like basketball, 
what would be your rating? Why? 
5. Give me two reasons why you chose basketball with Mr. Softball? 
Probe:a. How did you make your decision to choose the activities offered 
in each unit? 
b. What criteria do you use for choosing physical activities offered 
in each unit? Please give some examples. 
6. What rules does Mr. Softball have for your gym classes? 
7. How do you learn about Mr. Softball’s rules? 
Probe: a. When did he tell you about those rules? 
b. What are the consequences if someone in the class breaks the 
rules? 
c. What types of things do students do when they break the rules? 
d. Does Mr. Softball notice when students follow the rules? 
e. How does he let you know? 
8. What routines does Mr. Softball establish in your gym class? 
Probe: a. Please describe a typical lesson. 
b. Are there typical patterns that happen during most gym classes 
with Mr. Softball? (For example, you do certain things every 
class...). 
c. When did he establish these routines? 
9. What expectations does Mr. Softball have for you in gym classes? 
Probe: How do you learn his expectations? 
10. What goals do you have for yourself during gym classes? 
Probe: What do you expect to get out of gym class? 
11. How important is it for you to have fun in gym class? 
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12. If you had to rate from 1-5 (1= least, 5 = most) how much fun you have in 
gym class, what would be your rating? Why? 
Probe: a. What will you do if you do not have fun in gym class? 
b. What else can you do if you do not have fun in gym class? 
13. If you had to rate from 1-5 (1= least, 5 = most) how much fun you have in 
basketball unit with Mr. Softball, what would be your rating? Why? 
14. In six out of ten lessons that you had in the basketball unit with Mr. Softball, 
you played games, how important is it for you to have competition going on 
during gym class? Why or why not? 
Probe: Does competition relate to having fun? If yes, How? If no, why 
not? 
15. How important is it for you to “socialize” with your friends during gym 
classes? 
Probe: What does socialize mean to you? 
16. Thinking about your whole gym class from getting changed, to the actual 
class, to leaving the class, when do you have time to socialize with your 
friends? 
Probe: a. How do you decide when to socialize with your friends when you 
are in gym class? 
b. What types of things do you do when you socialize with your 
friends? 
17. What factors influence students to misbehave? 
18. What do students get out of it when they misbehave? 
Probe: How important is it for students to misbehave? 
19. What do you do when some students in the class misbehave? 
20. If you could change the conditions to help all students behave 
appropriately in gym classes, what would you do? 
Probe: a. What would you do to minimize student misbehavior in this gym 
class? 
b. If you had to rate from 1-5 (1 = least, 5 = most), how strict 
Mr. Softball is during gym class, what would be your rating? 
Why? 
21. What are the differences in misbehavior between students who sit on the 
sideline and students who participate in an activity? 
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22. Since varsity athletes do not have to participate in gym class on their 
competition days, do they behave appropriately when they have to sit in the 
gym? Why or why not? 
23. What else can you tell me in order to help me understand better how your 
gym class works? 
Teacher Interview Protocol 1 
1. Please tell me what activities and sports you have taught in physical education 
last year. 
2. Please describe a particular gym class you remember when the students were 
“well-behaved”. 
Probe: Describe the class and tell me about the situation; what was going 
on? 
What activity was it? 
How did you teach the class? 
What did you do? 
What did students do? 
What kind of classes do you think encourage students to behave 
well? 
3. When you describe students in school, what do you mean by the term 
“well-behaved”? 
4. Please describe an example of what students might do if they were 
misbehaving in your gym class. 
Probe:a. In what activities or sports did misbehaviors happen? 
b. What did you do in the class? 
c. Did everyone participate in misbehavior or was it more an 
individual act? 
d. Did you notice misbehavior during the class? 
If yes: What did you do? 
If no: How did student misbehavior affect you as the teacher of the 
class? 
5. Thinking about the students in your (name of activity) class, what do you 
mean by the term “misbehavior”? 
6. Why do you think students misbehave in physical education class? 
7. In what kinds of classes do you think students are most likely to misbehave? 
Probe: Please describe the kinds of classes in which you have a lot of 
student misbehavior? 
Give a teacher a list of words/phrases 
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8. Please look at a list of words or phrases on the card and underline if you think 
these words or phrases are associated with misbehavior in some ways. 
- attitude 
- good players (high skilled) 
- poor players (low skilled) 
- boys 
- girls 
- peer group 
- the student(s) 
- types of activities e.g., basketball, softball, etc. 
- students’ opportunity to choose activities 
- other things (please specify) _ 
Probe:a. Please explain more about each word/phrase you chose. 
b. How do you see each of those as connected to student 
misbehavior? Can you remember specific examples? 
9. What do you do to prevent misbehavior in your physical education classes? 
10. What do you think students could do to prevent misbehavior in gym classes? 
11. Why would either you or your students want to prevent misbehavior? 
12. What do you do when misbehavior does occur? 
13. Are most of the students in your physical education classes well-behaved or 
poorly behaved? 
14. What else can you tell me about students’ behavior in physical education 
class to help me understand more about it? 
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Teacher Interview Protocol 2 
1. Please tell me what are the two or three sports/physical activities that you 
prefer to teach? Why? 
Probe: a. Do you coach any sport after school at CHS or somewhere 
else? 
b. If so, what do you coach? 
2. If gym classes were offered as elective courses, do you think middle school 
students would take gym? Why or why not? 
3. If you had to rate from 1-5 (1 = least, 5 = most) how much middle school 
students like gym classes, what would be your rating? Why? 
4. If you had to rate from 1-5 (1 = least, 5 = most) how much middle school 
students like the basketball unit, what would be your rating? Why? 
5. How do you make the decision to offer two physical activities each time? 
Probe: a. What criteria do you use for offering two physical activities at the 
same time? 
b. Why do you offer basketball and soccer units at the same time? 
c. Why do you offer basketball and soccer in particular? 
6. What rules do you have for your gym classes? 
Probe: Do you have the same rules for the basketball unit or do you add 
more rules? 
7. How do you help students learn about your rules? 
Probe: a: When did you tell them about those rules? 
b. What are the consequences if someone in the class breaks the 
rules? 
c. What types of things do students do when they break the rules? 
d. Do you notice when students follow the rules? 
e. How do you let students know? 
8. What routines do you establish in your gym class? 
Probe: a. What routines do you have for basketball in particular? 
b. Please describe a typical lesson. 
c. Are there typical patterns that happen during most of your gym 
classes? 
d. When did you establish these routines? 
e. How did you help students learn routines? 
f. What routine do you establish for basketball class in particular? 
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9. What expectations do you have for students in your gym classes? 
Probe: a. What expectations do you hold for students in the basketball 
unit in particular? 
b. How do you let students know about your expectations? 
c. What expectations do you have for basketball class in 
particular? 
d. How did you help students learn about your expectations? 
10. What expectations do you think students have for taking gym classes? 
Probe: What do you think students want to get out of gym class? 
11. How important is it for you to provide enjoyable experiences for students 
during gym class? 
12. If you had to rate from 1-5 (1 = least, 5 = most) how much fun middle school 
students have in gym class, what would be your rating? Why? 
Probe: a. What do you think students might do if they do not have fun in 
gym class? 
b. If you had to rate from 1-5 (1 = least, 5 = most) how much fun 
middle school students had during the basketball unit, what 
would be your rating? Why? 
13. In six out of ten lessons in your basketball unit, students played games. How 
important is it for you to set up competition during a gym class? Why or why 
not? 
Probe: a. Does competition relate to having fun? If yes, how? If not, why 
not? 
b. What is the connection between student cooperation (that you 
described as one of your expectations during the first interview) 
and competition? 
14. How important is it for you to allow students to socialize with their friends 
during gym classes? 
15. Thinking about the whole gym class from students getting changed, to the 
actual class, to leaving the class, how do you decide when to allow students 
to socialize with their friends? 
16. How important is it for you to socialize with students during gym classes? 
Probe: a. How do you decide when to socialize with your students in gym 
class? 
b. What types of things do you do when you socialize with your 
students? 
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17. What factors do you think influence students to misbehave? 
Probe: What are the differences in misbehavior between students who sit 
on the sideline and students who participate in activity? 
18. What do you do when some students in gym class misbehave? 
19. If you could change the conditions to help all students behave appropriately 
in gym classes, what would you do? 
Probe: a. What would you do to minimize student misbehavior in your gym 
class? 
b. How important is it for you to have low rates of student 
misbehavior in your gym class? 
c. If you had to rate from 1-5 (1 = least, 5 = most) how strict you 
are with middle school students during gym class, what would 
be your rating? Why? 
20. Since varsity athletes do not have to participate in gym class on their 
competition days, do they behave appropriately when they are on sidelines? 
Why or why not? 
21. What else can you tell me in order to help me understand better how your 
gym class works? 
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DIRECTIONS FOR STIMULATED RECALL 
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Directions for Students 
You are going to watch several videotapes, one in each hour session, 
from your_class. Today you will watch the videotape from last 
_class which is about_. You have a 
remote control to stop, rewind or forward when you need. I want you to stop the 
tape every time you notice misbehavior incidents and answer the questions by 
talking out loud to the tape recorder. After completing your answer for each 
incident, you can continue to play the videotape. Remember, you should stop 
the tape every time you see an example of misbehavior. This procedure will be 
applied for the entire tape. I may also ask you some clarifying questions and you 
should try to be precise and concrete about your answers. 
If you do not understand my questions, please ask me to clarify them for 
you. If you do not remember the situation or do not want to answer, please feel 
free to say so. Information you provide will be kept confidential and will not be 
shared with your physical education teachers, other teachers, administrators, 
your classmates, or anyone else. And you should not talk with anyone else 
about what you saw or said about this videotape because I am interested in 
individual perceptions. The questions to be answered are listed below. 
When you stop the tape, answer these questions each time: 
1. Identify types of misbehavior you have noticed. 
2. Why do you identify the incident as misbehavior? 
3. Did you notice this misbehavior when you were actually in the class? Why or 
why not? 
4. Did the gym teacher notice the misbehavior incident? 
3.1 If yes, what did he do? 
3.2 If not, why do you think he did not notice? 
5. In this lesson, what did misbehaving student(s) do next? 
6. How did misbehaving student(s) affect the class? 
7. If you have more information to add, please say so. 
Continue the tape. 
Thank you very much for your help and cooperation! 
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Directions for the Teacher 
You are going to watch several videotapes, one in each hour session, 
from your_class. Today you will watch the videotape from last 
_class which is about_. You have a remote 
control to stop, rewind or forward when you need. I want you to stop the tape 
every time you notice misbehavior incidents and answer the questions by talking 
out loud to the tape recorder. After completing your answer for each incident, 
you can continue to play the videotape. Remember, you should stop the tape 
every time you see an example of misbehavior. This procedure will be applied 
for the entire tape. I may also ask you some clarifying questions and you should 
try to be precise and concrete about your answers. 
If you do not understand my questions, please ask me to clarify them for 
you. If you do not remember the situation or do not want to answer, please feel 
free to say so. Information you provide will be kept confidential and will not be 
shared with other physical education teachers, other teachers, administrators, or 
students. And you should not talk with anyone else about what you saw or said 
about this videotape because I am interested in individual perceptions. The 
questions to be answered are listed below. 
When you stop the tape, answer these questions each time: 
1. Identify types of misbehavior you have noticed. 
2. Why do you think of the event as misbehavior? 
3. Did you notice this misbehavior when you actually taught this class? Why or 
why not? 
4. Why did you respond to this misbehavior in that way? 
5. If you did not respond to this misbehavior incident, why not? 
6. In this lesson, what did misbehaving student(s) do next? 
7. If you have more information to add, please say so. 
Continue the tape. 
Thank you very much for your assistance. 
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